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1ABSTRACT
In the early years of education, the Performing Arts assume a particular significance
as learning is both in and through the Arts. When appropriately managed, they are
enjoyed in their own right, but also permeate other areas of the curriculum enabling
greater relevance and meaning. The Performing Arts are an excellent means through
which children, in their early years of schooling explore and express their feelings.
Dance, drama and music are Arts disciplines through which children investigate ideas
and exhibit opinions about their known and unknown world. The Performing Arts
make an effective contribution to the personal and social development of children.
The Performing Arts provide an interesting way for teaching young children the
values which many adults believe are vital in today’s society. Through the Arts
children are able to develop social competencies. Participation in the Arts motivates
and enhances young children’s desire to learn. The Arts have an important role in
inspiring and improving the whole school environment.
This research investigated the teaching of the Performing Arts in primary schools in
Catholic Education in the Northern Zone of the Diocese of Ballarat. Literature on
curriculum development, education in early schooling, and delivery of the arts and
education is examined, as well as the impact of the implementation of the Performing
Arts stream of the Victorian Essential Learning Standards. Education of pre-service
teachers and the continued professional development of experienced teachers is
discussed as is the role of education systems in providing this teacher education.
Generalist (non-specialist) teachers from primary schools in the Northern Zone were
surveyed and interviewed to establish the current situation regarding the Performing
Arts in schools. Based on the literature and the data collected and analysed from the
survey and interviews, a number of teaching for learning models were proposed.
These models placed the child at the centre of the educational experience, linking the
school to the community. The models were informed by current Government and
Catholic Education policy. The various components included the current curriculum
the Victorian Essential Learning Standards, the important roles played by the school,
the teacher and parents. The importance of teacher education and further professional
2development to ensure the teacher has the knowledge, skills and attitudes needed to
implement a quality program was also an important aspect of the models.
Findings from the research established that many teachers had basic skills in teaching
the different areas of Performing Arts, but lacked confidence in their ability to do so.
Therefore, in a number of schools, programs in Performing Arts were either based
around the annual school concert or were non-existent. Many teachers used simple
Performing Arts activities as a means to teaching knowledge and skills in other
curriculum areas.
As a result of the research findings and the model development, a resource to enable
and assist in the teaching of the Performing Arts was developed for the teachers to
implement an appropriate Performing Arts program in the early years of education.
3CHAPTER 1
INTRODUCTION
This study is concerned with exploring how educators in Catholic primary schools are
teaching the Performing Arts in the early years of schooling, particularly to children
aged five to ten years. The study will present and highlight the importance that the
Catholic Church places upon education and the position of the school within the
tradition. A short history of the establishment of Catholic Education in the Diocese of
Ballarat will be presented, as will the geographic location of the diocese within the
state of Victoria, Australia. As the study is being implemented within the Northern
Zone of the Diocese, the founding of schools within the zone will be presented in
more detail. The issues over funding for Catholic Education by State and
Commonwealth Governments will be reviewed. The aims of the study will be
outlined and the investigation into Performing Arts in the early (or foundational) years
of education in Primary schools. The scope of the study with its rationale and
limitations will also be addressed.
1.1 Background to the Study
According to The Sacred Congregation for Catholic Education (1977), “The school
must begin from the principle that its educational programme is intentionally directed
to the growth of the whole person” (p. 26). In the Diocese of Ballarat a number of
schools have been established to educate children in their early years of development.
4The Congregation for Catholic Education (1982) in the document Lay Catholics In
Schools: Witness To Faith states that
The school must be concerned with constant and careful attention to
cultivating in students the intellectual, creative and aesthetic faculties of the
human person; to develop in them the ability to make correct use of their
judgement, will, and affectivity; to promote in them a sense of values; to
encourage just attitudes and prudent behaviour…to prepare them for
professional life and to encourage friendly interchange among students of
diverse cultures and backgrounds that will lead to mutual understanding. (p.
110)
Therefore, Catholic Primary Schools must offer a curriculum that will ensure children
reach their full potential academically, physically, aesthetically, socially, emotionally
and spiritually. The Diocese of Ballarat, in its recent Religious Education document
Awakenings (2005) states “Through their distinctive educational style, Catholic
schools make an irreplaceable contribution to the intellectual, ethical and spiritual
well-being of their own community and of Australian society” (p. 16). The aim of this
study is to determine if Catholic Education in the Diocese of Ballarat is ensuring that
the schools are offering a full curriculum, one that includes the Performing Arts and if
not – why not.
Victoria has four Catholic dioceses, the Archdiocese of Melbourne and the three
country dioceses of Sale, Sandhurst and Ballarat. (See Figure 1.1)
The Diocese of Ballarat was created a See on 30 March 1874. According to
dictionary.com (2006) a See “is the official seat, centre of authority, jurisdiction, or
Figure 1.1
Victorian Catholic Dioceses
5office of a bishop”. According to Bourke (1998) “The diocese of Ballarat was and
still is the most extensive diocese in Victoria” (p. 121). It extends from Warrnambool
in the South to Mildura in the North, from the line of the Loddon River in the east to
the South Australian border in the west, approximately 1030 square kilometres
(Figure 1.2).
Catholic Education is the responsibility of the Bishop of the Diocese. Bourke (1988)
reports that Bishop O’Connor, the first Bishop of Ballarat (1874 – 1883), was given a
challenge from the people “we are prepared to make any sacrifice to provide our
children with Catholic Education” (p. 121). The Bishop needed no convincing of the
importance of Catholic Education, as his first concern was “the provision of a truly
Catholic education for each child in this Diocese, as far as would be humanly
possible” (Bourke, 1988, p. 121). To find the money to build the schools and to
ensure they were equipped properly, as well as paying for teachers, would be an
enormous burden. However, as already established parishes had schools and as each
new parish was created, Bourke (1988) reports “the people continued to set up schools
and support as best they could, the lay-teachers who helped them” (p. 126).
Blee (2004) describes the situation of Catholic education
Figure 1.2
Diocese of Ballarat
6Well before Ballarat became the focal point of a vast Western Victorian
diocese stretching from the Murray River to the Bass Straight, schools run by
Catholic teachers were providing the rudiments of learning to Catholic
children. Some of these schools were little more than shacks with dirt floors
and hardly enough furniture for the children to sit and write on the handful of
slates available. Some were portable, made of canvas or calico, so they could
follow the gold-seeking population from one goldfield to another. (p. 9)
In these early schools, lay-teachers were the first teachers. Blee (2004) observes that
“The quality of teaching varied enormously in those early days. Some teachers came
with impeccable qualifications…the majority had little or no training and some could
barely read or write” (pp. 10-11). However, Bourke (1988) writes
the key to Catholic schools is the Catholic teacher, and the Diocese was
blessed with many efficient and devoted lay-teachers. Besides these, the
Bishop was very fortunate in obtaining the services of two famous religious
communities who would benefit not only the city and the Diocese, but the
whole of Victoria (p. 127)
In 1875, Bishop O’Connor invited Mother Gonzaga Barry of the Institute of the
Blessed Virgin Mary (known as the Loreto Sisters) to Ballarat. These sisters were the
first of a number of Religious Orders who came to establish or take over the Catholic
schools. The Parish Priests of the Ballarat Diocese continued this endeavour to bring
in members of Religious Orders to teach in the Catholic schools in their parishes, as
the cost of paying the lay-teacher became too much for the parish to support. Blee
(2004) states
It was the parish priest who also decided when his parishioners could afford to
build schools, convents and churches. Sometimes the decisions were sound, at
other times they were not and some communities struggled to service
overwhelming debts. (p. 16)
The government of Victoria and the Commonwealth government came to the
assistance of Catholic Education with funding, during the 1960s. According to an
ABC documentary The Battle for State Aid (1997) in 1963 the then Prime Minister,
Sir Robert Menzies called a snap election “with State Aid for science blocks and
7Commonwealth scholarships for students at both Government and non-Government
schools as part of his Party’s platform” (p.3). The notes from the documentary
continue “By 1967 every Australian Parliament had State Aid legislation before it,
and by the year’s end New South Wales and Victoria were allocating money to non-
government schools” (p. 4). This will be discussed further in section 2.8.3.
Where schools in the Diocese were staffed by Religious Orders, the Arts were deemed
important by the sisters and music programs were established in most schools. Often
this revolved around the Religious Education and the hymns that needed to be taught.
The sisters also taught music privately after school hours, to children who did not
attend the Catholic school, to earn money to support themselves, as many of the local
parishioners were unable to pay school fees. According to Blee (2004)
Most of the congregations of religious women quickly established convent
schools for the children of Catholics who had the means to pay for a better
class of education than that which was delivered in the parish school. Some
took boarding students, and music was taught after school to anyone willing to
pay for lessons. (p. 15)
Dance and Drama were not important areas of the curriculum, and other than the
needs of the ‘school play’ or the end of year concert, they were not implemented in
the schools. Dance was based on folk dancing and social dancing as part of the
physical education or wet weather programs. Creative dance was not taught in the
schools. In those days of the late 1800s , just as today, Connelly (2003) maintains
that Catholic schools “exist not only to teach academics, but mainly to help families
educate the whole child: mind, body and spirit” (p. 4), yet dance and drama were not
always seen as a means of education. Connelly (2003) states “Children are the
concern of everyone who is involved with the Catholic school” (p. 3). The members
of the parish, not only the parents of those children attending classes, supported the
school in any way that they could.
Blee (2004) observed that in the early days of Catholic Education “The
Denominational Schools Board did appoint singing inspectors in 1853 in the belief
that harmonising had a refining influence on the children. The inspectors toured the
colony providing song books and music and conducting classes. Then they returned
to check on the progress each school was making and to hear the children singing” (p.
835). Blee (2004) also recorded that a report about music in local Catholic Schools
from Inspector Austin Turner said that the Catholic children were so much worse than
the Protestant children he inspected because they were poorer and the lack of singing
in their religious worship meant that they had no ear for music. Of St. Alipius school
in Ballarat he wrote “The natural deficiencies of these children are astonishing. There
is not one-third of the whole school that can distinguish one sound from another” (p.
35).
It was not until the early 1970s that teachers who were not members of religious
orders, again became the norm rather than the unusual in Catholic Education.
Awakenings (2005) states “Catholic schools are still central to the mission and work
of the Catholic Diocese of Ballarat today, and to the life-quality of students and their
families” (p. 16). The Congregation for Catholic Education in The Catholic School on
the Threshold of the Third Millennium (1997) asserts that
In the Catholic school’s educational project there is no separation between
time for learning and time for formation, between acquiring notions and
growing in wisdom. The various school subjects do not present only
knowledge to be attained, but also values to be acquired and truths to be
discovered (p. 200)
Connelly (2003) supports this statement suggesting that “Solid academics have
always been a hallmark in Catholic schools. Excellence is the norm. Teachers are
expected to teach; students are expected to learn” (p. 2). The teachers in the schools
of the Diocese of Ballarat are there to teach the whole child.
With the Diocese of Ballarat being so large in area, it was decided that this research
would be implemented in the Northern Zone. This zone was chosen as the schools
were varied in size and location, and therefore offered a variety of conditions,
requirements and approaches to education.
Schools were established in both small and larger towns in the Northern Zone, many
during the 1950s (Table 1.1). The Parish Priests and the Catholic Communities saw
the need for Catholic Education for the children in the parish and invited the different
Religious Orders to assist them by sending members of the religious communities to
staff the schools.
9Table 1.1
Dates of Establishment of Schools in the Northern Zone of the Ballarat Diocese.
SCHOOL TOWN OPENED
St Patrick’s School St Arnaud 1861
St Michael’s & St John’s Horsham 1883
St Joseph’s School Charlton 1885
St Mary’s School Donald 1885
St Mary’s School Warracknabeal 1898
Sacred Heart School Mildura 1906
Sacred Heart of Mary School Birchip 1919 - 2001
St Mary’s School Swan Hill 1919
Our Lady of the Sacred Heart Merbein 1927
St Joseph’s School Red Cliffs 1933
St Patrick’s School Nhill 1949
St Michael’s School Wycheproof 1953 - 2003
St Joseph’s School Hopetoun 1954
St Joseph’s School Ouyen 1957 - 2005
St Mary’s School Sea Lake 1958
St Mary’s School Robinvale 1959
St Paul’s School Mildura 1974
Even though members of Religious Orders are no longer teaching in the schools in the
Northern Zone, the Boards of the schools they established, are involved in the
employment process of the teachers.
Today, the primary schools are managed by lay principals and staffed by lay teachers.
Schools in the Northern Zone, which were built for over one hundred students, now
have numbers in the low thirties. Schools which had been built to allow the young
people of the diocese to board with the religious sisters, are no longer needed. As the
farms become larger and more automated, they need fewer people to run them. This
means that the large farming families are no longer living in the area, and the
businesses in small towns are not viable. This signifies that the schools have very
small numbers of students, which eventually could, and in some circumstances have,
lead to closure, whilst other schools in the larger regional towns are remaining open
and practicable because families are moving to these more populated areas. However,
as noted in Figure 1.3 and Table 1.2, enrolments in Catholic schools across the
10
Northern Zone and indeed across the Diocese are dropping. The shaded areas of Table
1.2 represent those schools which have been closed during the course of this research.
Table 1.2 Total Enrolments Northern Zone Primary Schools 2000 – 2006
Years 2000 2001 2002 2003 2004 2005 2006
20 15
66 49 42 28 28 21 19
56 64 62 62 61 67 72
35 32 31 30 26 25 22
288 317 296 268 266 276 276
117 125 123 120 125 136 138
288 288 275 269 267 282 282
392 384 391 384 383 387 358
23 27 27 29 48 44 39
31 40 41 40 44 49 39
38 40 35 38 27 15
139 146 144 138 128 116 114
186 184 179 181 159 156 167
50 46 37 41 36 39 40
122 119 103 103 99 92 84
558 570 550 552 535 554 540
54 56 60 54 57 52 52
50 42 33 20
Number
of
Students
in
Schools.
2513 2544 2429 2357 2289 2311 2242
2050
2100
2150
2200
2250
2300
2350
2400
2450
2500
2550
2000 2001 2002 2003 2004 2005 2006
Figure 1.3 Total Enrolments Northern Zone Primary Schools 2000 - 2006
Total Enrolments Northern
Zone Schools 2000 - 2006
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When this study was first proposed, the Curriculum and Standards Framework II had
just been introduced, therefore questionnaires and interviews were planned utilising
this curriculum document. However, as the study has progressed a new curriculum
has been introduced in the State of Victoria. The Victorian Essential Learning
Standards is now the curriculum which is mandated for all schools in Victoria. This
has meant that information gathered was based on the earlier curriculum, however, the
Resource which has been developed as part of this study, is based on the latter
curriculum. With Catholic Education in the Ballarat Diocese also introducing a new
Religious Education Curriculum Awakenings, the teachers in the Diocese and indeed
within the Northern Zone, have at times been reluctant to give time to piloting the
units in the Resource. It has also meant that some units are not as fully integrated
across the domains as was originally planned.
12
1.2 Introduction to the Study
1.2.1 Aims
The main aim of this research is to explore how teachers are implementing the
Performing Arts strand of the Victorian Essential Learning Standards or the
Curriculum Standards and Framework II, particularly Levels 1–3 (Prep – Yr 4). Data
collected from questionnaires and interviews, should establish whether teachers are
teaching the individual subjects of Dance, Drama and Music as one combined strand.
The responses should clarify if teachers are selecting only one field of the Performing
Arts. The data will establish if this is because there is a specialist teacher employed to
teach in one specific area. If the classroom teachers are taking the Performing Arts
themselves, then the skills will be identified along with an indication of the
confidence they have in their own ability to teach the Performing Arts. The study will
also explore the need for implementing Performing Arts programs in primary schools
and the value of Performing Arts in other areas of the curriculum.
The researcher will investigate the teaching of the Performing Arts in primary schools
in Catholic Education in the Northern Zone of the Diocese of Ballarat. Literature on
curriculum development, education in early schooling and delivery of the arts and
education will be examined, as well as the impact of the implementation of the
Performing Arts stream of the Victorian Essential Learning Standards or the
Curriculum and Standards Frameworks II. Generalist (non-specialist) teachers will
be surveyed and interviewed to establish the current situation regarding the
Performing Arts in schools. Based on the literature, the survey and interviews and the
data collected, a teaching for learning model will be proposed and developed to assist
teachers to implement an appropriate program of Performing Arts in the early years of
schooling.
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1.2.2 Research Questions
The main research question is:
How do the teachers in the Catholic Diocese of Ballarat implement the Performing
Arts strand of the Victorian Essential Learning Standards (2005) or the
Curriculum and Standards Framework II (2000)?
Through the following secondary questions I will explore what may be helping
and what may be hindering teachers in their implementation of the Performing
Arts in their classrooms, in the Catholic Primary Schools of the Northern Zone of
the Ballarat Diocese.
1) What is the role of the Performing Arts in teaching and learning in the early
years of schooling?
2) What are the necessary components of a Performing Arts program?
3) What teacher education is offered to generalist teachers who are expected to
implement the Arts strand (particularly the Performing Arts), in their
classrooms?
4) What support is given to the implementation of the Arts (particularly the
Performing Arts) at school and Catholic Education Office levels?
These questions should be resolved through the development of a resource for
teachers to assist in the implementation of a Performing Arts program.
14
1.2.3 Limitations
Issues that impacted on this project include:
1. The size of the sample group.
2. The number of schools that are ‘two teacher’ – therefore not truly
representative of school sizes in other Dioceses.
3. The high proportion of graduate teachers in rural remote schools.
4. The distance factor in this rural-remote area, specialist teachers cannot be
‘shared’.
5. Provision of professional development to small schools is limited to that
offered by Ballarat Catholic Education Office. It is unfair to expect other
providers of professional development to travel distances and work with
such small groups (two teachers).
6. The difficulty in finding relief teachers in rural towns, to allow full-time
teachers to travel to where professional development is being offered.
7. Teachers in small schools being responsible for many curriculum areas and
having to weigh the positives and negatives of attending professional
development that is offered in all curriculum areas. They must decide which
area is more important.
8. Questionnaires which are not the best form of gathering data for qualitative
research.
9. The large distances between schools, has affected the ability to interview all
teachers.
10. During the time of this study, Victoria introduced the new curriculum
framework – the Victorian Essential Learning Standards.
15
1.2.4 Scope of the Study
The study was conducted within P-6 (Primary) Schools in the Northern Zone of
the Catholic Diocese of Ballarat. The Northern Zone extends from St Arnaud in
the east, across to Nhill in the west, up to Mildura, in the north and across to Swan
Hill in the North/west area of Victoria (Figure 1.3). There are eighteen Primary
schools in the Zone ranging from a school of 600 students, to one of 20 students.
Each of the eighteen schools in the Zone was invited to participate in the
investigation. The Principals, generalist and specialist Arts teachers from each
school were asked to complete a questionnaire. The questionnaire was followed
with an interview with selected Principals and a selective sample of teachers.
Figure 1.4
Northern Zone of the
Ballarat Diocese
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1.2.5 Definitions
For the purposes of this study the following definitions have been adopted
Learning Learning is a process of physical, intellectual, social, emotional and
spiritual development occurring when children gain knowledge, understanding, skills
and values as they make meaning of the world in which they live.
Teaching To impart knowledge or skill to another or to cause another to learn by
example or experience.
Essential Learning The gaining of knowledge or a skill which is necessary
or fundamental to one’s being.
Curriculum All the courses of study offered by an educational institution.
Key Learning Area The major area of learning to be covered, usually
discipline based, but may be a collection of closely related subjects. The key learning
areas have been agreed upon nationally by the Australian Education Council, and
adopted to provide a common means of discussing curriculum provision. (The Arts
CSF, 1995, p. 3)
Standard A degree or level of requirement, excellence, or attainment.
Early Years Levels 1 – 3 of CSF II and VELS, grade levels of Prep – Year 4 (Ages
5 – 10). The purpose of the early years of schooling is to establish a firm foundation
of knowledge, skills, attitudes, and values necessary for further learning. (Overview
CSF II, 2000).
Performing Arts Arts, such as dance, drama, and music that are performed
before an audience.
Dance Dance is a means of expression or communication in which one moves
rhythmically, usually to music, using prescribed or improvised steps and gestures. In
dance you leap or skip about excitedly, or move slowly and deliberately.
Drama The art, or practice, of writing or producing dramatic works. It
involves exploring life situations, developing trust, defining relationships and creating
and performing discoveries. Aspects of drama are based on play.
Music The art of arranging sounds in time, so as to produce a continuous,
unified, and evocative composition, as through melody, harmony, rhythm, and timbre.
Vocal or instrumental sounds possessing a degree of melody, harmony, or rhythm.
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Visual Art Art works, such as painting, construction, textile, photography, or
sculpture, that appeals primarily to the visual sense and typically exists in permanent
form.
These definitions will be further expanded and substantiated in Chapter Two of the
study, the Literature Review.
1.3 Importance of the Study
Based on the work of Crowe (1997), Schiller (1989) and Wright (1997 & 2003) there
is a perception that teachers are reluctant to implement the Performing Arts strand of
the Curriculum and Standards Framework (CSF) - The Arts (1995). Teachers in
primary schools have been opting for the implementation of the Visual Arts strand in
preference to the Performing Arts strand.
According to an Organisation for Economic Co-operation and Development (OECD)
study (1995) Music and Visual Arts are the most common Arts forms currently taught
in schools throughout the world. As a result of the introduction of CSF II (1999) and
the statement, that “All students in levels 1 – 3 should undertake programs in both
Performing and Visual Arts Strands” (p. 13), the study will attempt to answer the
question whether teachers are delivering either Performing or Visual Arts – or are
they attempting to implement only one discipline of the Arts and then identify which
discipline.
Through the introduction of the Victorian Essential Learning Standards (VELS) early
in 2005, teachers are yet again facing new areas of accountability. With the perceived
extra work, it is of concern that the Arts may once more be pushed into the
background, while curriculum areas of seemingly more importance are given extra
attention. VELS (2005) states that for students to succeed in society they should
develop competencies to enable them to “manage themselves as individuals and in
relation to others, understand the world in which they live, and act effectively in that
world” (p. 3). In addition, the fact that the Creating and Making Dimension of the
Arts is a reportable Standard for Level 1, may positively motivate teachers.
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CSF II required that children be given opportunities in the Arts in both the Performing
and Visual Strands. The Arts CSF II provides guidelines for developing a sequential
and balanced Arts program. It allows for a diverse range of approaches to teaching
and learning in the Arts by generalist and specialist teachers. Curriculum focus
statements and learning outcomes assume that programs will be provided
systematically over the compulsory years of schooling. All students should be given
the opportunity to experience both of the strands in the Arts during their early years of
school. VELS has been designed to ensure that the three strands of Physical, Personal
and Social Learning, Discipline - based Learning and Interdisciplinary Learning will
be interwoven. According to the VELS, children must be guided in the development
of inter-personal skills, their personal learning and the acquisition of thinking
processes, all of which occur in appropriate Performing Arts programs. Therefore,
classroom teachers ought to be encouraged to implement the Performing Arts, as
according to Pascoe (1998b) and Wright (2001) the Arts should be at the centre of a
school’s curriculum, as they enable us to better understand the complexity of human
behaviour.
Based on the findings of the research, a teaching for learning model will be developed
for a Performing Arts program which will offer teachers an approach to the
implementation of the Performing Arts components of the Victorian Essential
Learning Standards. This forms the basis of Performing Arts for the Early Years: A
dance, drama and music resource for teachers that has been developed as part of the
research.
In this Chapter I have given an introduction to not only the research question, but also
the background to the schools in which the research will be carried out. I have
highlighted the importance of Education to the Catholic Church and the great effort its
members have made to ensure quality teaching and learning for the children in the
Primary Schools of the Northern Zone of the Ballarat Diocese.
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CHAPTER 2
LITERATURE REVIEW
In Chapter 2, I will review the literature concerned with the aspects of implementing
Performing Arts in the early years of education. The first section of the chapter will
investigate the overall principles of teaching and learning and their importance in any
classroom. The view that with learning comes change and that the children in our
classrooms arrive with varied styles of learning and therefore teachers must cater for
each child will be examined. It is important that children can make meaning from the
learning strategies and activities presented, in an environment where they feel they
can take risks and can succeed in their learning. Children learn best when they are
engaged in meaningful and enjoyable activities which are relevant to their stage of
learning and in which they can be immersed with their classmates. In this chapter the
importance of the Arts in learning will be examined as well as the research that
demonstrates their value to the overall development of a child. The significance of
assessment of a child’s learning to determine, not only where s/he may be, but also to
assist the teacher in the planning of future work, will also be appraised.
The next section of this chapter will review the notion of implementing the
Performing Arts as part of an integrated curriculum. This concept will be explored
through defining the difference between ‘curriculum’ and ‘integrated curriculum’.
The notion that utilising an integrated curriculum approach will assist children in
making connections in their learning, will be examined as will be the research on
learning styles. The links between the Performing Arts and other disciplines is an
important part of this chapter, as is the concept of developing thinking processes
through the Arts.
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The Performing Arts and their place in schools will be the subject of the third section
of this chapter. Literature on Dance, Drama and Music and the reasons why many of
the writers believe they should be taught in schools will be reviewed.
As this research is being carried out in Catholic Schools, it is important that Religious
Education and its relationship to the Arts be explored. The value of linking the
Performing Arts to children’s learning in Religious Education will be reviewed. The
Arts have had a long history in the Catholic Church, and teachers continue to utilise
them as one of the teaching and learning strategies in their teaching of Religion.
To ensure quality teaching of the Performing Arts, the need for pre-service teacher
education and experienced teacher professional development is the subject of the fifth
section of this Chapter. According to the literature, teaching of the Arts at the teacher
education institutions appears to be lacking. The importance of ensuring that the
generalist teacher is taught the skills of implementing Performing Arts activities is
reviewed in this section. The difference between professional development and
professional learning is also examined.
Section 6 of the chapter explores the need for Performing Arts in the early or
foundation years of a child’s education. This is achieved through the review of
literature on the development of the whole child and what essential learning is needed
to accomplish this growth. As the Arts are a form of communication, they can be
effective in the enhancement of a child’s well-being. The Arts have links to other
curriculum areas and most importantly they have links to our cultural heritage.
The next section reviews the role of the teacher and the many responsibilities a
generalist teacher copes with today. The needs of the teacher to ensure that they are
helping their students learn and succeed are also explored. What knowledge and
skills are needed by the teacher to assist them in their endeavour to teach a curriculum
that is meaningful and relevant to the children in the classroom is also reviewed.
The final section examines the role of the different systems involved in education. It
explores the curriculum and the role that the different levels of Catholic Education
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have in implementing and supporting the implementation of the curriculum in
schools.
2.1 Teaching and Learning
2.1.1 Principles of Teaching and Learning
State, Territory and Commonwealth Government Ministers of Education in a joint
statement The Adelaide Declaration on National Goals for Schooling in the Twenty-
First Century (1999) state “Australia’s future depends upon each citizen having the
necessary knowledge, understanding, skills and values for a productive and rewarding
life in an educated, just and open society. High quality schooling is central to
achieving this vision” (Preamble). Stoddard (1993) agrees with this statement when
he maintains that “The goal of education is to develop great human beings who are
valuable contributors to society” (p. 19). The teachers in Catholic schools in the
Diocese of Ballarat according to the Diocesan strategic plan Learning Together –
Growing Together (2006) also consider that the implementation of this goal is one of
the reasons that they are teaching young children. In Learning Together – Growing
Together (2006) it is stated that “We promise that we will support schools as places
where learners thrive as human beings in relationship with God, self, others and the
world” (p. 1) . Connelly (2003) emphasises this objective further “The Catholic
school strives to equip its graduates with the best tools possible to fulfil the role of
good citizen, productive and caring employee, competent professional” (p. 2). The
Adelaide Declaration further stated that “Schooling provides a foundation for young
Australians’ intellectual, physical, social, moral, spiritual and aesthetic development.
By providing a supportive and nurturing environment, schooling contributes to the
development of students’ sense of self-worth, enthusiasm for learning and optimism
for the future” (Preamble). It is important therefore, for teachers in schools to know
how children best learn, and what role teachers play in this process.
At the State level, the Blueprint for Government Schools, Victoria (2004) outlines six
principles about the quality of learning and teaching needed for building effective
learning communities. The document states that students learn best when:
 The learning environment is supportive and productive
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 The learning environment promotes independence, interdependence and self
motivation
 Students’ needs, backgrounds, perspectives and interests are reflected in the
learning program
 Students are challenged and supported to develop deep levels of thinking and
application
 Assessment practices are an integral part of teaching and learning
 Learning connects strongly with communities and practice beyond the
classroom (Department of Education, Victoria).
For these principles to be effective, it is important that all teachers within the school
take them on board. Improvements to teaching and learning can be achieved with
comprehensive programs that incorporate school-wide commitment and co-ordination
if standards in learning are to be raised. Booth (2004) maintains
By planning an arts program as a whole school, or as a division, you and your
colleagues can begin to create a comprehensive picture of what is happening
in the arts with all the children; even more important, you can begin planning
co-operatively to organise and implement a stronger, more varied, and
inclusive arts curriculum. (p. 10)
Beliefs and understandings about teaching and learning are central to this concept.
The most important belief being that all children can succeed when given the
necessary time and support. In effective schools there are higher expectations on
children and their ability to learn, as teachers and their programs are focused on the
needs of each child. With this belief in the ability of children to learn, there must also
be a parallel belief that teachers, given the right amount of time and support, are able
to teach effectively. Teachers must be able to articulate what, why and how they are
teaching the children in the classrooms. Hill and Crevola (1997) designed a model
(Figure 2.1) that demonstrates how a school can improve the learning standards of the
children. The elements in this design are, according to Hill (1999) “the unchanging
elements in all schools, but which need to be constantly subject to re-design in the
ongoing quest for more effective models of schooling” (p. 14).
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Figure 2.1 Design Elements for Improving Learning Outcomes
As part of the strategic plan for 2002, the Diocese of Ballarat adopted this model of
planning for effective teaching and learning.
2.1.2 Teaching and Learning for Change
In recent years there has been an extended educational debate about how children
learn. VanTassel-Baska (1992) defines learning as progressing to a level of knowledge
or skill development that is higher than one's present level. Edgar (1993) believes that
Children are born learners. Unlike other animals wired to respond to the
environment, the human kind has the capacity to adapt, to change and to learn, with
large portions of the brain uncommitted to any set plan or behaviour, able to adapt to
and actively control its environment, capable of responding to the changing demands
and currents of life with remarkable flexibility. It is that innate sense of curiosity,
exploration and motivation to control the world around us that sets the pattern for the
development of human competence. (p. 20)
Thraves and Williamson (1994) remind us that “Children grow at different rates in all
their stages of development: emotional, social, cognitive and physical. Teachers need
Beliefs and
understandings
Standards and
targets
Monitoring and
assessment
Class teaching
strategies
Professional learning
teams
School and class
organisation
Intervention and
special assistance
Home/school/
community partnerships
Leadership and
coordination
Design for effective teaching and learning
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to allow for individual differences in these growth areas within their planning” (p. 8).
Stoll, Fink and Earl (2003) state: “Learning is diverse and different for each learner.
Learners have different emotional states, rates and styles of learning, stages of
development, abilities, talents, feelings of efficacy and other needs” (p. 39). They
also suggest that learning in the final analysis, is change. It is a sophisticated process
that requires high-level thinking, conceptual understanding and thoughtful decision-
making, liberally peppered with reserving judgement, self-monitoring and the
humility and courage to accept the discomfort of uncertainty, reflect and rethink, and
continue the pursuit of clarity of understanding (Stoll, Fink & Earl 2003, p. 41).
Kagan and Kagan (1998) suggest that “the more diverse learning experiences we
provide our students, the more robust their education will be, the more ways they will
learn each topic, hence the more they are prepared to succeed in a world marked by
increasing diversity and an accelerating change rate” (p. xxi).
2.1.3 Learning Styles
Hill (2003) states
Our knowledge of how people learn tells us that there are choices that students
will want to exercise with respect to preferred learning styles and our teaching
should encourage such choices, but at the same time, not discourage students
from exploring the full repertoire of learning styles. (p. 4)
There is no one way to learn, just as there is no one way to teach and the debate
continues, as the social context of each new generation changes. Edgar (1993)
maintains that current research also proves that the early years of life are the greatest
time for learning potential, as children can learn a vast range of understandings,
proficiencies, and skills. Butler (1995) believes “One of the most powerful ways to
honor the many dimensions within each child is to acknowledge and appreciate
stylistic differences in thinking and learning” (p. 1).
Perry (1996) suggests that there are four different stages processed by children when
learning
an experience is followed by observations and reflections which can lead to
the learner formulating abstract concepts and generalizations which are then
tested in new situations. This might then lead to new experiences. (p. 1)
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He also believes that the way we learn depends on what it is we want to learn. “The
aim is to use a style that is appropriate to the task, situation or level of skill” (p. 1).
Two of these styles - “concrete experience” and “active experimentation” - are
experience-based ‘doing’ approaches to learning. Children are involved actively in
real situations with their peers, rather than with adult teachers, to enhance learning.
According to Perry children who learn using the ‘active’ style are prepared to take
risks, as they experiment with the work in which they are engaged. The Performing
Arts are activity/experience-based subjects which enable children to learn not only
Dance, Drama and Music, but through the use of these subjects, they can learn in
other Key Learning Areas through an integrated approach to education.
Jensen (1998) suggests that “Kids need complex, challenging problems to solve. But
problem solving is not limited to one area of the brain. After all, you can solve a
problem on paper, with a model, with an analogy or metaphor, by discussion, with
statistics, through artwork, or during a demonstration” (p. 35). He also maintains
“Give a school daily dance, music, drama and visual art instruction in which there is
considerable movement, and you might get a miracle” (Jensen, 1998, p. 87). Stoddard
(1993) believes that teachers must implement programs that develop skills in
“creative thinking, problem solving, honesty, dependability, self-discipline, learning
skills, cooperativeness, hard work and character” (p. 40). If society wants children to
be creative in their thinking, then Varrenti (2006) asserts “Creativity isn’t just some
amorphous and intuitive gift we all possess that requires little attention. On the
contrary, creativity thrives under skilled and appropriate guidance and tuition” (p. 25).
Stoll, Fink and Earl (2003) maintain that “Deep learning requires more than a good
memory. It takes conscious effort and focused attention.” (p. 41). Therefore students
must be given opportunities to do more than learn content, they must be taught the
skills of learning and then given occasions to apply that learning. Perry (1996)
believes that “Learners go to school to learn, not just to learn content but also to learn
how to learn” (p. 1). He also states that “learning involves the intelligent
interpretation of experience” (p. 3). This means that the teacher has a responsibility to
help children learn from the many experiences they encounter – not only in the
classroom, but on the playground, on excursions and even from experiences with their
families. Edgar (1993) believes that if we stimulate the development of every child’s
intelligences, then we will become “the thoughtful, the thinking, the wise, the problem
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solving country” (p. 20). As this is what schools are being asked to do for their
students, make them young people who are able to care for themselves and others, and
to understand and be active in the community in which they live, then children must
be encouraged to use their intelligences, as a means to learning. This learning will in
turn, help them become active, informed citizens of the future. Eisner (2002)
maintains
In a word, the forms of thinking the arts stimulate and develop are far more
appropriate for the real world we live in than the tidy right angled boxes we
employ in our schools in the name of school improvement. (p.10)
2.1.4 Making Meaning
In order to develop deep levels of thinking and application, students must be given
many opportunities to explore and develop their own ways of learning. According to
Armstrong (2000)
Gardner sought to broaden the scope of human potential beyond the confines
of the IQ score. He seriously questioned the validity of determining an
individual’s intelligence through the practice of taking a person out of his
natural learning environment and asking him to do isolated tasks he’d never
done before – and probably would never choose to do again. Instead Gardner
suggested that intelligence has more to do with the capacity for (1) solving
problems and (2) fashioning products in a context-rich and naturalistic setting.
(p. 1)
In the 1980s, Howard Gardner put forward a theory that each of us possesses a
number of intelligences. He believed that the intricacies of the human mind, could not
be encapsulated by a single number, and the IQ test captured only a narrow set of the
capabilities that are valued beyond the classroom. Gardner (1993) defined
intelligence as “the ability to solve problems, or to fashion products, that are valued in
one or more cultural or community settings” (p. 7). He suggested that a unique blend
of the intelligences is possessed by each individual. Initially Gardner proposed that
there were seven intelligences, but subsequently added an eighth. The Multiple
Intelligences (MI) are Linguistic intelligence, Logical-Mathematical intelligence,
Spatial intelligence, Musical intelligence, Bodily-kinaesthetic intelligence, Intra-
personal intelligence, Inter-personal intelligence and Naturalist intelligence. Gardner
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(1993) maintains that while the intelligences may be distinct when discussing their
reality, activities in the ‘real-world’ involve utilising a blend of the intelligences.
As many educationalists have found Gardner’s writing about the Multiple
Intelligences to be relevant for the classroom setting, then teachers need to explore
and offer their students’ strategies to further develop their intelligences. Armstrong
(2000) states “Gardner suggests that virtually everyone has the capacity to develop all
eight intelligences to a reasonably high level of performance if given the appropriate
encouragement, enrichment and instruction” (p. 9). Laitta and Weakland (2002)
endorse this theory and maintain that “When properly nurtured and stimulated, the
intelligences of an individual are activated and developed by the activity in which he
or she participates” (p. xii). Although many teachers may look at the eight
intelligences and wonder why some – especially musical, bodily kinaesthetic and
spatial have been called intelligences rather than talents, Armstrong (2000) assures us
that “Gardner set up certain basic ‘tests’ that each intelligence had to meet to be
considered a full-fledged intelligence and not simply a talent, skill, or aptitude” (p. 3).
As already stated, Gardner believes that no single intelligence works on its own, but
they are always interacting with each other therefore, we need to give our students
opportunities to develop not only their preferred intelligence, but also their weaker
intelligences.
Teachers are expected to teach all children in the classroom, as Laitta and Weakland
(2002) state “Classroom teachers are called upon to reach out and teach to all
students, regardless of present achievement levels or over-all ability (and) inclusive
classrooms contain students who have non-traditional learning styles or need to learn
how to cooperate and concentrate” (p. xi). For successful learning to occur for these
children, it is important that they are confident in their ability to succeed, motivated to
learn, encouraged to take risks, be responsible for their own learning, co-operate with
others, are actively engaged in their learning and are challenged to think. Learning
experiences need to be structured to acknowledge prior learning and to enable those
learning to move from the known to the unknown. New learning must be within a
context. Russell-Bowie (2006) maintains “It is important that learning experiences
are selected on the basis of promoting and enhancing children’s learning” (p. 8).
Research is demonstrating that the best ways for children to learn are through
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participation, demonstration and modelling given by others – usually the teacher, but
often their peers in a place where they feel secure. Lazaroff (2001) argues “Teachers
should not underestimate their ability and the ability of all students in a class to serve
as learning role models” (p. 9). She continues “If teachers were more cognizant of
both the intentional and unintentional consequences of modelling, they could more
effectively manipulate the inherent performance qualities of teaching to enhance
learning” (p. 9).
For children to be successful learners, they need a supportive environment which
allows them the freedom to play, to explore, to experiment, to practise and above all
to think. Fogarty (2004) maintains that
When the classroom is well managed, students feel safe. That feeling sets the
proper state for learning. When they work within a comfortable and caring
emotional climate, learners have a sense of trust. This trust fosters desired
learning behaviours, such as student-initiated questions, hands-on
experimentation and authentic investigations. The students know it is okay to
make mistakes and take some risks as they go about their learning. (p. 13)
Such an environment helps build a healthy self-concept in the children which enables
them to grow in terms of their spiritual, physical, intellectual, social, emotional and
aesthetic needs. The Congregation for Catholic Education (1988) makes comment on
how children learn best:
They (children) are more willing to co-operate when they feel respected,
trusted, loved. And their willingness to co-operate will be reinforced by a
school climate which is warm and friendly, when teachers are ready to help,
and when they find it easy to get along with the other students. (p. 184)
Coil (1996) agrees that “Students need to recognize that teachers care about them as
individuals” (p. 8). Stoddard (1993) maintains that “When teachers and parents
believe that students are talented and capable, the students begin to act accordingly”
(p. 41). Children learn best when they are encouraged and allowed to work at their
own rate, this does not mean ‘wasting time’, but as they need a skill, or an aspect of
knowledge, then they learn that skill. This means a teacher must trust students to be
aware of what they need to know and when is the best time to learn. Edgar (1993)
states that “Children learn and grow in competence with other people” (p. 23) that
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they need to have the support of their classmates, as well as their teacher, to learn
well. He further states that “Few tasks are done alone” (p. 23). Vygotsky supported
this notion when he suggested that “What children can do with the assistance of others
might be…even more indicative of their mental development than what they can do
alone” (cited in Edgar, p. 23, 1993).
When we want children to learn and then use this knowledge or skill, teachers need to
ensure that they are engaged in purposeful and enjoyable activities. According to
Nuthall and Alton-Lee (1994) students need to be able to “make connections between
what is being talked about and their existing knowledge” (p. 5). These researchers
also state that “What pupils learn from their classroom experience is determined by
their prior knowledge” (p. 5). It is suggested that when the new learning is important
to the learner, they will retain the new knowledge or skill, and be able to link it to
other learning activities. Nuthall and Alton-Lee (1994) in their research on how
children learn highlight for teachers the fact that “pupils’ minds are constantly active,
interpreting and trying to make sense of their experiences. Learning of the kind that is
required in school, will occur provided pupils encounter a new idea or concept a
number of different times” (p. 8). Nuthall and Alton-Lee (1994) state that:
Engaging the pupils’ interest has many different dimensions. It involves
making contact with the realities of the pupils’ lives. The pupils must feel that
the content of classroom experience is something of value and significance to
them; that school and the teachers value their experience. (p. 8)
The utilisation of play activities can assist in the acquisition of new learning in a
variety of ways. Burton (1988) suggests that
Educationalists throughout the world have recognised for many years that
creative play is absolutely essential to the way children learn. By pretending
to be someone different, or by pretending to be in a different place or time,
children are able to imagine experiences, people and environments they have
never encountered. (p. iv)
As children in these early years of schooling learn much about their world through
play, it is important that teachers give them many opportunities for constructive and
controlled sessions of play. Edgar (1993) maintains:
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Early childhood educators from Rousseau, to Froebel, to Montessori and on
have always noted how intent and intense, are children at play. The central
importance of play, however, is too often taken to mean letting children alone
to have a good time until the time when social demands slam down on them
and they must work, first at school and then to earn their keep. Some parents
regard ‘play’ as a frivolous waste of time, certainly when their children are in
kindergarten or at school. (p. 24)
Play is a strategy that teachers utilise to teach not only content, but skills that children
will need in class and in the wider community. Edgar (1993) further states
Children work very hard at their play because they are modelling and
modifying their place in the world. Effort lies at the heart of all effective
learning, and effort usually arises where there is some intrinsic motivation,
some meaningful problem to solve, some fascinating patterns or materials to
explore. (p. 23)
Jensen (1998) maintains that “We ought to give students activities that let them move
safely more often – like role plays, skits, stretching, or even games like musical
chairs” (p. 87). It is through this learning, that children can become happy and
confident learners.
It is the responsibility of the teacher to ensure that learning experiences are relevant to
the learner, purposeful, interesting and challenging for all ability levels. Mathews and
Cleary (1993) state that “In any classroom, there will be a wide range of interests,
abilities and talents, with some students capable of undertaking more complex and
difficult tasks than others” (p. 68). Vygotsky (1978) theorised that human learning is
dependent on the social and cultural environment, as well as the mind, and that the
deep determinants of human activity lie in the historically developing culture,
embodied in various signs and symbol systems. Teachers have the responsibility of
ensuring that they are aware of the cultural backgrounds of their students and should
endeavour to determine what children already know when they enter the class. They
can then use this knowledge when planning the curriculum they teach and the
strategies they will utilise in their teaching. To aid student learning, teachers must,
according to the Queensland Curriculum (2004)
Establish links for children between their prior, current and future learning. As
children move through compulsory schooling and beyond, they draw on these
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links to make meaning in the diverse circumstances and contexts they
encounter. (p. 4)
Stronge (2002) suggests
Effective teachers recognise that no single instructional strategy can be used in
all situations. Rather they develop and call on a broad repertoire of
approaches that have proven successful for them with students of varying
abilities, backgrounds and interests. (p. 45)
Stoll, Fink and Earl (2003) state that
Vygotsky (1978) enhanced our understanding of learning as a social process.
He argued that the capacity to learn from others is fundamental to human
intelligence. With help from someone more knowledgeable or skilled, the
learner is able to achieve more than she/he could achieve alone. Co-operation
therefore, lies at the heart of success. (p. 39)
Such co-operation is the partnership that is formed between school and family and
school and community. Edgar (1993) endorses these beliefs stating that “The
incredible giftedness of children must be nurtured not just by mothers and fathers, but
by every resource at the community’s disposal to ensure they are surrounded by the
wider ecology of a stimulating, learning-oriented society in which children really are
seen as, and treated as, our future” (p. 25).
2.1.5 Immersion
For children to learn successfully they need to establish quality relationships by being
immersed in the activity with classmates and teacher. For a classroom to become a
community of active and co-operative learners, relationships between teachers and
students and students and students must be established. These relationships are based
on trust, mutual interest and care for each other. The teacher has the responsibility of
establishing and maintaining these relationships. Children can draw on this social and
cultural knowledge along with accompanying practices to help them to face new
situations in a classroom setting. These understandings about their world and how to
act in it allow children to participate as members of familiar communities, but the
school setting is often a very different place and children need assistance to establish
acceptable behaviour and learning patterns.
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Children learn through relevant and engaging experience, by doing - by having a go -
and by making mistakes. When a student is confident in his/her talents, interests,
strengths, intelligences and abilities, then they “build the confidence and self-esteem
necessary to take risks in learning. This is one of the reasons why knowing oneself is
the most important knowledge a person can possess” (Stoddard, 1993, p. 50). Hattie
(2003) agrees, teachers should “build climates where error is welcomed, where
student questioning is high, where engagement is the norm, and where students can
gain reputations as effective learners” (p. 7). Stoddard (1993) maintains that
“education is not complete unless it affects the heart as well as the mind” (p. 23).
A child’s curiosity, his constantly asking questions, his ability to solve problems and
to manipulate his play materials, must be encouraged. Edgar (1993) states that
Understandings develop over time, so learning must engage children in
purposeful and complex projects, not accepting performances which are rote,
ritualised and conventionalised merely to repeat what the teacher has
modelled. (p. 23)
Jensen (1998) contends that children must enjoy their learning if it is to be successful:
“Having fun may be good for your health. It decreases stress and improves the
functioning of the immune system for three days after the fun. Most kids enjoy
dance, arts, and games. It’s not just good for the brain, it feels good too” (p. 87).
Edgar (1993) supports this need for children of such a young age to have enjoyable
action based activities for learning “Above all, children are physical and
tactile…Body kinaesthetics help the child explore its limits and encourage spatial
intelligence, the relative placement of things in the world around them” (p. 21). This
suggests further that a paramount way for children to learn is through active
construction of something that others can see and critique. According to Papert
(1993) a constructionist learning environment encourages children to discuss,
examine, show and share in a collaborative manner the work, in this case an Arts
work, they are creating.
2.1.6 Learning and the Arts
The Champions of Change Project which was implemented in the USA during 2000,
produced a number of ideas and concepts about the Arts and Learning. The
introduction to the final report the Secretary of Education stated that “Learning in the
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Arts can not only impact how young people learn to think, but also how they feel and
behave” (p. vi). This is supported by Paynter and Paynter (1974) when they maintain
The arts arise from Man’s need to understand himself and his environment.
Their principal function is to yield insight. They help us ‘understand’ things
that cannot be comprehended by any other means…the arts are about feelings
and Man’s emotional response to the intangible information he receives
through his senses” (p. 9)
The questions can therefore be asked - Will the Performing Arts help students to think
more deeply, to understand those who are learning with them in order to become
successful and life long learners? Are the Performing Arts the way that teachers can
implement a ‘new’ curriculum that gives students the skills to solve problems?
Jensen (1998) would say ‘yes’ to both of these questions, as he believes that:
Our brain may be designed for music and arts, and a music and arts education
has positive, measurable and lasting academic and social benefits. In fact
considerable evidence suggests a broad-based music and arts education should
be required for every student. (p. 36)
Page (1995) agrees “The brain seems to work musically- learning with the aid of
music becomes almost effortless. It is no coincidence that so many of us learned the
alphabet through ‘The Alphabet Song’” (p. 11). According to Jensen (2001) the “arts
are not only fundamental to success in our demanding, highly technical, fast-moving
world, but they are what makes us most human, most complete as people. Arts
contribute to our growth as human beings” (p. vii). He believes that the time has come
for schools to take the arts seriously. Laitta and Weakland (2002) agree “Brain
research has shown that physical skills and emotional responses increase the strength
of memory pathways and improve the chance that learning will ‘stick’” (p. xiii). The
Consortium of National Arts Education Associations (CNAEA) (1994) presented the
same conclusion: “The arts have been part of us from the very beginning. The arts
have described, defined and deepened human experience (and) a society and a people
without the arts are unimaginable, as breathing would be without air. Such a society
and people could not long survive“ (p. 5). If society needs the arts for survival then
members of that society should support the notion that schools will have the task of
introducing children to the arts at a young age. In the Gulbenkien Foundation
publication Whither the Arts? (1995), it is stated that “A strong and vibrant arts
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presence is essential to the soul, spirit, and culture of the school, and the full
development of all its pupils” (Cited in ASME 1999, p. 10).
The Arts Framework P-10 (1988) makes a significant statement about the importance
of the arts in education:
The purpose of arts education in the curriculum is to help children develop an
understanding of and sensitivity to the arts and to become aware of the value
of the arts in their own lives and in the lives of others. Arts education is a
necessary part of a balanced, inclusive curriculum. Learning experiences in
the arts develop in young people aesthetic awareness and the abilities
necessary for aesthetic expression, and give them the opportunity to learn
about the arts and to learn about themselves and the world through the arts. (p.
1)
If students are to learn about the world and their place in that world then it is
imperative that part of their education is Arts based.
In the Queensland Curriculum The Arts Years 1 – 10 Syllabus, (2002) it is claimed
that students in the early years are
active learners who tend to focus on learning about themselves and the
physical and social world they experience. Students learn effectively through
imaginative play and real-life and life-like experiences with the support of
peers and adults. They learn most effectively in environments where materials,
spaces and time are used flexibly, where they can make choices and develop a
sense of control over their learning and where they can work individually as
well as with others. These students frequently need an emphasis on gross and
fine motor development in their activities. (p. 28).
The Performing Arts offer students opportunities to develop fine and gross motor
skills as they explore and express life experiences through Drama, Music and Dance.
They are given occasions to work on their own as they create an Arts work, or to work
with a team of others as they devise and present Music, Dance and Drama creations.
The Victorian Essential Learning Standards: Overview (2005) maintains that those in
the early years are “laying the foundations” (p. 2) and curriculum should focus on
“developing the fundamental knowledge, skills and behaviours in literacy and
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numeracy and basic physical and social capacities which underpin all future learning”
(p. 2). However, often the Arts are not part of this planning in early years’
classrooms, although the Arts are considered to be one of the reportable domains in
Level 1.
The Arts, as an education discipline, or key learning area, is supposedly as important
as Science or Physical Education. Jensen (2001) states “We should support the arts in
education because of their dynamic and broad based value as a peer of every other
widely accepted discipline” (p. 3). Exiner and Lloyd (1987) agree: “Experiential
learning has been reinstated, again giving children scope to discover the world
through their senses, meaning aesthetically, as well as through the head” (p. 30). The
Consortium of National Arts Education Associations (1994) maintains that “We
believe knowing and practising them (the arts) is fundamental to the healthy
development of our children’s minds and spirits” (p. 5), and “the arts are inseparable
from the very meaning of the term education” (p. 5). Bond (1994) believes that
“performance, along with observation and discussion, might be an effective
educational strategy” (p. 31). Therefore, children who enjoy the Performing Arts,
need the opportunity to utilise this means of learning and those who are challenged in
this area need positive and engaging experiences to enrich their learning through the
Arts. McGreevy-Nichols and Scheff (1995) maintain “Children love to perform and,
given the opportunity, will amaze you with their ability” (p. vi).
Richard Riley, US Secretary, Department of Education in Champions of Change
(2000) states that “Through engagement with the arts, young people can better begin
lifelong journeys of developing their capabilities and contributing to the world around
them. The arts teach young people how to learn by giving them the first step: the
desire to learn” (p. vi). Eisner (1998b) maintains
The arts inform as well as stimulate, they challenge as well as satisfy. Their
location is not limited to galleries, concert halls and theatres. Their home can
be found wherever humans chose to have attentive and vita intercourse with
life itself. This is, perhaps, the largest lesson that the arts in education can
teach, the lesson that life itself can be led as a work of art. In so doing the
maker himself or herself is remade. The remaking, this re-creation is at the
heart of the process of education. (p. 56)
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To give children this opportunity to not only enjoy learning, but to be motivated to
learn, then education systems have a responsibility to explore the need for
implementing arts programs in primary schools. Students who participate in a
performing arts program, according to Jensen (2001) “learn that they have control
over how they feel” (p. 83). They find that after activity of any kind – be it walking,
dancing or dramatising, they feel better about themselves. “The feel good chemicals
of noradrenaline and dopamine are running higher in the brain and that’s good for
learning and well-being” (Jensen, 2001, p. 83). The performing arts are also one of the
best ways for children to control and regulate their emotions as they can express them
in appropriate ways. Jensen (2001) also states that “Dramatic arts can facilitate the
development of emotional intelligence in children because they meet the criteria for
facilitating those essential social and emotional skills” (p. 80). This could be
extended to include the other Performing Arts disciplines. Paterson (2004) believes
that “Art education in schools is of profound importance for the development of the
cognitive and emotional intelligence of individuals, but more importantly through the
study of art and culture, students learn to gain confidence in their own human ability”
(p. 32). Jensen (1998) asserts “For most of the twentieth century, a strong arts
program meant you were raising a culturally aware child. But today’s biology
suggests that arts can help lay the foundation for later academic and career success. A
strong arts foundation builds creativity, concentration, problem solving, self-efficacy,
co-ordination, and values attention and self discipline” (p. 36). Reimer (2003)
maintains
In recent years our understandings of the diverse ways the human mind is
cognitive – that is, capable of knowing, perceiving, reasoning, and
constructing meaning – have opened up, largely as a result of work in the
cognitive sciences, finally levelling the playing field for music and the arts,
allowing us not only to make the case for the arts in entirely new ways but also
to reconceive our own understandings of the musical mind and how it might
be cultivated. (p. 203)
Jensen (1998) argues that “The single best way to grow a better brain is through
challenging problem solving” (p. 35), therefore classroom teachers need to teach and
then encourage students to use problem solving skills. Stoddard (1993) maintains that
“A new curriculum is needed, one that takes a holistic approach and integrates all
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courses of study” (p. 27). Students need to be given opportunities to explore and
utilize “the musical, artistic, creative, mechanical, spatial, and kinaesthetic areas of
intelligence” (p. 39). Perry (1996) agrees: “an understanding of learning style
preferences allows teachers to talk about the relationship between learning style and
teaching style in a way they had not done before” (p. 3). Gardner (1993) states “Now
that we know something about teaching styles, learning styles, and individual
intelligences, it is simply inexcusable to insist that all students learn the same thing in
the same way” (p. 73). Kagan and Kagan (1998) also believe that it is time for us, as
educators, to seriously re-examine “our teaching, our curriculum, our students and
ourselves” (p. xx). If we are acknowledging that students are smart in different ways,
and that they learn in different ways, “shouldn’t we present our curriculum in
different ways to provide greater access to the curriculum for every student?” (p. xx).
Stoll, Fink and Earl (2003) maintain “A challenging curriculum engages pupils in
developing skills and processes that are substantial, important and make them feel
competent. It isn’t so obscure, difficult or complicated that most pupils lose interest
or find it impenetrable. A challenging curriculum fosters a feeling of facing and
successfully incorporating some genuine learning” (p. 62).
2.1.7 Assessment as an integral part of Learning
Annandale et al. (2003) believe that “Effective teaching and learning stems from
effective assessment and evaluation. Teachers who focus on data collection as a
source of valuable information to enhance learning can be successful in supporting a
range of students in one classroom. In order to do this effectively, classroom
assessment practices need to be valid, educative, explicit, fair and comprehensive” (p.
85). Assessment is the gathering of data about a student’s progress over a length of
time, using a variety of tools to gather this data. Cone and Cone (2005) maintain
“Relying on a single type of assessment will not fit all situations and limits the
information that a teacher collects about student learning. Conducting a single view of
assessment captures only one moment, whereas a variety of assessments can provide a
more comprehensive picture of what a child knows, understands, and is able to do” (p.
69). All assessment should be purposeful and based on the curriculum that is being
taught. Cone and Cone (2005) continue “Most important, the type of assessment
selected must be directly related to the objectives of the learning experience” (p. 67).
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Assessment can be formative (for learning) or summative (of learning). Formative
Assessment is the gathering of data that happens throughout the teaching phase of a
unit of work. It usually involves giving feedback to students to assist them to continue
their learning throughout the unit. The internalising of this feedback is assessment as
learning. Summative assessment can be implemented at particular stages throughout a
unit of work, but is usually conducted at the completion of the unit.
Assessment activities should be planned at the same time that the unit of work is
being planned and a range of strategies or tools should be utilised by the classroom
teacher. Cone and Cone (2005) state further that “the primary goal of assessment is to
educate students and improve learning, not merely audit it. As an essential
component of the teaching and learning process, assessment is embedded throughout
the curriculum” (p. 67). Assessment needs to be ingrained in teaching practice. It
needs to be ongoing and continuous. There must be a clear purpose for the
assessment and should include provision of information to the teacher as to what
students know and therefore what needs to be taught. Assessment should be
completed in a systematic and manageable way and records of assessment must be
maintained by the classroom teacher. Assessment tasks need to be authentic. Forte
and Schurr (2004) state “Authentic assessment is a more flexible and accurate type of
evaluation than letter marks and pencil-paper tests because it requires the student to
actively engage in the testing process and to provide evidence that genuine learning
has taken place” (p. vii).
According to Armstrong (2000) “The 18th century philosopher Jean Jacques Rousseau
declared in his classic treatise on education, Emile, that the child must learn not
through words, but through experience; not through books but through ‘the book of
life’” (p. 38). The classroom is not the only place for children to learn, they are
learning at home, in the shopping centre, within their community. The teacher is the
one who helps the student make the connections between all that is being learned.
Putnam and Borko (2000) maintain “Learning doesn’t take place in a vacuum. It is
located in a context, whether the classroom, playground, staff room, school, home,
local community centre, countryside or wherever. Learning in schools, in particular,
takes place in a social context that affects the learning within it” (Cited in Stoll, Fink
& Earl 2003, p. 38). The classroom teacher must remember that children’s
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experiences as learners in homes and communities vary widely. Within the different
settings, children develop various understandings, capabilities, temperaments,
expectations, social, cultural and linguistic practices. In A Statement on the Arts for
Australian Schools (1994) it states:
Through partnership, teachers can build on parent’s experiences as the
student’s first and most influential educators. In this co-operation, teachers
acknowledge the importance of parents in the development of positive student
attitudes and values and emphasise the ability of parents to help students
aspire to and achieve the best possible learning outcomes. (p. 1)
Therefore, for a child to be fully educated in a primary school, Performing Arts
programs must be developed where, according to Bonbright (2000)
The arts will be infused in the curriculum, actively engaging students in skills,
content and knowledge needed for work, life and culture. The teaching (of the
arts) will focus on the creative process across the disciplines; science, writing,
problem solving and the arts. (p. 4)
As children participate in performing arts activities, as they solve problems, as they
communicate with each other, as they identify feelings in classmates, as they resolve
conflicts using social skills they have developed in performing arts sessions, they will
be utilising skills they will need for life. When children are given opportunities to
explore the arts in an environment that is safe and supportive then teachers are
“making arts a genuine source of joy day after day” (Jensen, 2001 p. 80), and they are
giving children the option to learn and to express themselves physically, emotionally,
socially, intellectually, spiritually and aesthetically. Bloomfield and Childs (2000)
contend that “All children whatever their background or aptitude, have the ability to
express themselves successfully through the arts, gaining confidence and a new means
of accessing other areas of the curriculum” (p. 3). The performing arts are an integral
part of the teaching and learning experience of children in their early years of
education, and according to Jensen (1998) “A strong arts curriculum is at the creative
core of academic excellence” (p. 87).
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2.2 Integrated Curriculum
2.2.1 Definition of Curriculum
According to the Ministry of Education, Victoria (1988) curriculum is
All the arrangements the school makes for students’ learning and
development. It includes the content of courses, student activities, teaching
approaches, and the ways in which teachers and classes are organised. It also
includes decisions on the need for and use of facilities. (p. 8)
The Catholic Education Commission of Victoria Policy Curriculum, Assessment and
Reporting for Catholic Schools P–12, (1994) adopts this same definition, emphasizing
however, that the curriculum be set within the context of the catholicity of the
school’s educational mission.
This mission of:
 transmitting the Catholic tradition and heritage; and
 making the values of the Gospel the mainspring of everyday teaching
and learning. (p. 1)
Buschner (1994) contends “A curriculum is a long term plan of learning experiences
that follow a teacher’s decision about a curriculum model, organising centres,
objectives, content, methods, resources and evaluation. It includes why and what we
teach. All parts of the curriculum should work in concert to help children” (p. 22).
Stoll, Fink and Earl (2003) maintain that “Curriculum is no longer a description of the
content. It is much broader and provides the learning framework for preparing young
people for their adult lives. In this context, curriculum governs what happens in
schools and must provide all pupils with the opportunity to develop more than the
foundation skills of literacy and numeracy” (p. 45).
2.2.2 Definition of Integrated Curriculum
Wilson and Wing Jan (2003) view curriculum a little differently. They maintain that
the different subject areas being taught within a school need to be combined or
integrated stating that:
41
Integrated Curriculum refers to the structured organisation of teaching and
learning experiences in which significant content, across and within learning
areas, is selected to develop and extend students’ understanding of the world.
Integrated Curriculum enables students to explore, gather, organise and
present information in order to see the relationships and links between their
learning, and to use these to make sense of their world. (p. 11)
By implementing an integrated approach to planning and implementing units, teachers
will be able to utilise and connect the arts across other learning disciplines.
Bloomfield and Childs (2000) maintain that this integrated approach to planning
“engenders a wide variety of work and increases the arts repertoire of the primary
school” (p. 12). Ralph (1997) states “Placing the focus of the curriculum on the arts
enables schools to be explicit about the fact that the arts are an important and integral
part of human lives” (p. 8).
According to Mathews and Cleary (1993) “Learning is something that students do,
and not something that is done to them. It requires students to question, explore,
investigate, think, create, analyse, judge, invent, appreciate, feel, imagine, enjoy,
solve, reach consensus, evaluate, reflect, communicate, apply information and co-
operate” (p. 22). Performing Arts activities allow students to explore the above
abilities in an environment that is positive and safe, and provides opportunities for the
development of these skills. Caine and Caine (1990) state that the activity “begins
with students’ prior knowledge and experience and moves through a deliberate
process wherein that knowledge is extended, challenged and refined” (p. 5). Wilson
and Wing Jan (2003) maintain that “Learning is more powerful when content,
processes and skills are developed and extended in meaningful, integrated contexts
where students construct their own learning” (p. 11). As many Performing Arts
activities, especially in Dance and Drama, are built on what the student has learned
through play then educational performing arts can continue the learning.
Outside of school, learners do not use only reading and writing to create and
share meaning. They have multiple sign systems available, including music,
art, maths, movement and drama…any of these sign systems can be vehicles
for learning and teaching in a particular inquiry or for sharing that inquiry.
(Short et al. 1996. p. 11, cited in Murdoch, 1998, p. 67)
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It is known that students learn better when they enjoy their learning and are interested
in what they are learning. An integrated curriculum can be made interesting and fun,
not only through the use of the arts as a means of exploring a topic, but because the
focus is on learning through interesting and relevant activities. Ralph (1997) states
“Adopting an integrated approach to curriculum seeks to take advantage of the
educational belief that nothing is learned in isolation and that learning is about
making connections” (p. 8).
2.2.3 Making Connections
Many teachers maintain that they do not have enough time to teach each of the Key
Learning Areas, or Domains, as individual and discreet subject areas in a way that
allows children to develop a deep understanding and knowledge of the topic. Caine
and Caine (1990) argue that the brain has a natural capacity for integration as it seeks
pattern, meaning and connectedness, therefore teaching methods that move from rote
memorisation to meaning-centred learning are ultimately more successful. Jensen
(1998) maintains that “Today’s brain, mind, and body research establishes significant
links between movement and learning. Educators ought to be purposeful about
integrating movement activities into everyday learning” (p. 88). Bloomfield and
Childs (2000) allege that the
Rationale for the integrated arts mode reflects the developmental stages in the
child’s creative and artistic growth enabling teachers to nurture the creative
self of the child, to facilitate the genesis of children’s’ ideas and to help
manifest the genius of their expression. It promotes individual achievement
and provides the foundation for a lifelong interest and participation in the arts.
(p. 1)
Murdoch and Hornsby (1997) maintain that “an integrated curriculum is one that
transcends the boundaries imposed by traditional subject groupings. It allows students
to move across ‘disciplines’ as they learn about their world” (p.1). Pigdon and
Wooley (1992) state that “integrating the curriculum involves the integration of
content and process. The content subjects are essentially concerned with ideas about
how the world works. The process subjects offer a range of ways of allowing us to
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represent how we see and make meaning of our world (real or imagined)” (p. 7).
Again, Matthews and Cleary (1993) argue that as one of the goals of education is to
help students to understand and build upon their experiences as they make sense of
their world, that an integrated approach to teaching and learning “draws connections
between the different areas of study, so that learning becomes holistic rather than
fragmented. It capitalises on the interdependent nature of the disciplines” (p. 7). This
view is supported by Murdoch and Hornsby (1997) they state that “An integrated
curriculum helps make connections. In short it helps learning make sense” (p.6).
Mathews and Cleary also maintain that “The integrated curriculum makes possible the
exploration of large and complex human issues, which rarely limit themselves to
logically distinct subject areas” (p.7). Jensen (2001) states “We need less trivia and
more in-depth learning about the things that matter the most in our world: order,
integrity, thinking skills, a sense of wonder, truth, flexibility, fairness, dignity,
contribution, justice, creativity and co-operation. Does that sound like a tall order?
The arts can do all that. We need more of the arts because they can do more of that
than any other discipline” (p. 10).
When the arts are utilised in an integrated curriculum unit, then students are given the
opportunity to develop and learn many more skills than if they are being taught
knowledge from discreet disciplines, or domains. Bloom, Madaus and Hastings
(1981) address the previous research on learning “There is much evidence in the
research on learning to demonstrate that parts are more easily grasped and
remembered in relationship to each other than in isolation” (p. 9). An integration of
different areas to be learned will assist students in their learning. According to
Murdoch and Hornsby (1997) “An integrated curriculum should enhance the learner’s
capacity to make connections” (p. 4). Crawford (2004) agrees with them “For most
children, the arts provide a natural route for connecting curriculum in a personally
meaningful way” (p. 8). Russell-Bowie (2006) maintains “Using the arts to connect
with other KLAs may certainly enhance the learning experiences of children who
learn kinaesthetically, visually or musically, may help them achieve outcomes in
KLAs where previously they have failed and may also provide all children with
enjoyment and motivation” (p. 5).
When teachers are planning integrated curriculum units, Wilson and Wing Jan (2003)
emphasize that “Teachers need to identify the ‘big ideas’ or important broad
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knowledge that the students will develop during the unit and express these in
statements called ‘understandings’ (p. 1). They also state that “The goal for effective
unit planning and implementation is for students to develop significant understandings
about the topic through meaningful teaching and learning experiences” (p. 1). Ralph
(1997) maintains “Thematic and issue-based teaching helps to integrate and relate
activities and ideas and emphasises the processes of constructing meaning, solving
problems and discovering relationships” (p. 8). Russell-Bowie (2006) agrees “a
theme or concept should be explored using the many facets, or windows, of different
KLAs and so a deeper, more holistic understanding of the theme or concept is
achieved” (p. 8). Fogarty (1991) maintains that “integration within a discipline and
integration across disciplines are necessary to fully integrate the curricula” (p. xii).
2.2.4 Learning Styles
The research implemented by Stoll, Fink and Earl (2003) asserts that different
students learn in different ways, and therefore teachers are challenged to plan and
organise teaching and learning experiences that will accommodate these differences in
their students, as well as encouraging them to develop many ways of learning.
According to Murdoch and Hornsby (1997) “An integrated curriculum offers students
opportunities to gather information and process and apply understandings through a
wide range of vehicles. Dance, music, art, drama, language, mathematics and a range
of other areas are deliberately planned to provide a multiplicity of ways in which
students receive and produce ideas” (p. 10). When planning a unit of work, teachers
must remember to cater for each student’s needs. Wilson and Wing Jan (2003)
believe “One way to do this is to plan according to modes or modalities. These
include visual, auditory, tactile/kinaesthetic. Teachers need to provide a variety of
ways for students to represent their ideas and information in their preferred learning
mode” (p. 38). Diaz, Donovan and Pascale (2006) support this notion “Teachers and
their students find new freedom in having access to interdisciplinary explorations
which supports their different learning styles and ways of knowing the world” (p. 7).
Bloomfield and Childs (2000) maintain that “Reinstating the arts to the centre of
learning for children, is intended to empower pupils and teachers providing a greater
flexibility and individual autonomy” (p. 3). This argument is supported by Crawford
(2004)
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The arts provide the tools to help students develop the intellectual muscle for
paying careful attention, recording accurately, and analysing from multiple
points of view. And they offer one of the few reliable routes to understanding
the world not only as it is, but as we might imagine it to be. The arts will help
our students develop minds spry and courageous enough to function at a high
level in a world constantly in flux. (p. 11)
Mathews and Cleary (1993) state that “Any learning activity involves a variety of
different thinking processes, irrespective of the subject or curriculum area being
taught” (p. 10). They also believe that “Students are challenged to extend and
develop their thinking and reasoning capacity in as many ways as possible” (p. 10).
2.2.5 Performing Arts and Other Disciplines
By using an integrated approach in the planning of units of work, teachers are able to
utilise the Performing Arts as vehicles through which the students can explore ideas
and solve problems. As we do not learn in ‘bits and pieces’, but by building one
block upon another, the concept of working curriculum areas together assists students
with their learning. In the NT Curriculum Framework Arts Learning Area (2002) it is
stated “Providing integrated experiences within the arts and with other learning areas,
optimises learning across the curriculum. Teachers are encouraged to capitalise on the
potential of the arts to enrich and celebrate all learning” (p. 421). Mathews and
Cleary (1993) deem that “The holistic approach to teaching and learning argues that
for learning to be effective, skills and processes should not be taught in isolation from
each other and from knowledge or curriculum content. The full range of skills and
processes are applicable across all areas of the curriculum and teachers should be
equally as conscious of teaching students these skills and processes as they are of
teaching curriculum content” (p. 16). Paynter and Paynter (1974) state “We
recognise that while each subject must continue to have its own techniques and
procedures, there is, nevertheless, common ground between all branches of
knowledge and experience” (p. 9). Jensen (1998) maintains that “Brain compatible
learning means that educators should weave math, movement, geography, social
skills, role play, science and physical education together” (p. 88). Lazaroff (2001)
argues that “In this age of constructivist school reform, imitation and repetition are
too often dismissed as antithetical to the advancement of critical thinking and learner-
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centred education” (p. 8). However, Performing Arts teachers are very aware that
imitation, practice, and repetition are essential components of effective learning. She
states further “the use of imitation, repetition, and physical engagement should be
central to learning not only in dance, music and theatre education but also in the
general classroom as well” (p. 8).
Bloomfield and Childs (2000) assert that “Teaching integrated arts in the primary
school requires that children gain understanding of art making processes and that they
are able to recognise and value a finished work” (p. 5). Further, they claim that when
a major topic is chosen as an arts project, or relating to another curriculum area for
example humanities or values education, then teaching and learning experiences can
be unified. Paynter and Paynter (1974) support this belief “It is part of the teacher’s
job to help his pupils grasp these connections so that the essential wholeness of
knowledge is apparent” (p. 9). In the Curriculum and Standards Framework (1998) it
is stated “Students use number and space in arts contexts, such as choreographing a
dance, planning and building a set for a play or counting beats in a dance or song” (p.
74). The Performing Arts can be a means through which children utilise and perfect
skills from other discipline areas. Lazaroff (2001) maintains “Simple movement
exercises can help unleash the meaning in a poem, indicate the significance of a social
movement, or render an abstract mathematical concept in concrete form” (p. 8).
Russell (1965) believes that ”The unity of the arts is reflected in the interchange-
ability of words used to describe them” (p. 52) and “Not only do different forms of
expression borrow words to describe each other but there are many words which are
common to all – balance, harmony, form, symmetry, for example” (p. 53). She also
believes that the transitory nature of the performing arts help the unification “In
music, movement, drama and dance, “matter” is not involved and the impulse to
create springs from feeling, mood and the kinaesthetic sense” (p. 57).
Bloomfield and Childs (2000) acknowledge, however “That integrative teaching of
the arts demands that teachers have a working knowledge of each separate subject
area, since to bring the arts together children must acquire and build upon the
technical and creative base of each area” (p. 12). Russell (1965) concurs “It appears
that although the arts have common roots, each one must develop in its own way
according to the discipline of its medium. Although it is important to demonstrate the
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relationship which exists between the many manifestations of the creative impulse,
they have independent life and need not always rely on each other for inspiration” (p.
59).
The members of the Reviewing Education and the Arts Project (REAP) (2000)
implemented by Project Zero (USA) are also concerned that teachers must have
knowledge of the specific arts areas, as it has determined that many arts educators
have tried to advance the position of the arts in schools by arguing that the arts could
help children learn to read and write and better understand scientific and mathematical
concepts. They are concerned that the arts should never be justified for how they can
assist in the teaching of other subject areas, but “must be justified in terms of what the
arts can teach that no other subject can teach” (p. 2). Those involved with the project
are concerned that schools are expecting more from the arts than from other
curriculum areas
Let’s stop requiring more of the arts than of other subjects. The arts are the
only school subjects that have been challenged to demonstrate transfer as a
justification for their usefulness. (p. 5)
They further maintain that the exploration should be on how the arts foster
transference of learning. The arts are good for our children and according to REAP
“offer a way of thinking unavailable in other disciplines” (p. 5).
2.2.6 Thinking Processes in the Performing Arts
With the introduction of the Victorian Essential Learning Standards, student
‘thinking processes’ have become an even more important aspect of the learning
process. Through the Performing Arts, students are encouraged to think not only
creatively, but also analytically and critically and as teachers integrate the arts with
other areas of learning, they promote a wide range of thinking processes and skills
which are developed within the framework of relevant activities. “Some thinking
processes” state Mathews and Cleary (1993),
are complex and involve several components or sets of skills, e.g. problem
solving, critical evaluation, investigating, creative thinking and decision
making. As they acquire these skills students are able to take control of their
own learning and, ultimately, become autonomous learners. (p. 12)
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Rabkin and Redmond (2006) agree, informing us that “arts educators began
developing new programs and practices grounded in the idea that the arts were
cognitive and that arts study could have serious academic benefits” (p. 60). Teachers
in the Performing Arts have included many of the strategies to assist children in
developing their cognitive, social and higher order thinking for many years, but have
not articulated this in their program designs. The Performing Arts will help children
develop their skills in the thinking process, but this should not be seen as the only
reason for implementing Performing Arts programs in our schools.
The committee of the Consortium of National Arts Education Associations (2002)
believes that an integrated approach promotes learning by “providing students with
opportunities to solve problems and make meaningful connections within the arts and
across disciplines” (p. 3). To make the integrated units an authentic means by which
the students learn, then meaningful connections need to be made between the
disciplines, or domains. There must be support for deeper thinking and understanding
by the provision of activities that are interesting to students and will assist them in
developing new skills and awareness. The quality of the activities from the
performing arts must be of a high standard, as are the topics and activities from the
other disciplines and domains, if an integrated curriculum is to be authentic and
exemplary. The nature of learning in the performing arts and the strength of the
connections between the strands of the performing arts and other disciplines should
encourage teachers to plan and offer a variety of topics that are strong in content and
skill development. Jensen (2001) states that “arts are for the long term… The benefits,
when they appear, will be sprinkled across the spectrum, from fine motor skills to
creativity and improved emotional balance” (p. 1).
2.3 The Performing Arts
2.3.1 The Arts in Schools
Boyd (1999) believes that “Recognition of the Arts as a Key Learning Area in the
National Curriculum Framework is a significant development at the school level, as it
ensures that in the future the Arts will be mandatory in the curriculum” (p.5). Each
of the Australian States and Territories have included the Arts as an important area of
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the curriculum. Each state emphasizes the importance of the Arts in the overall
development of children, through the various disciplines of the Arts and the many
activities which can be experienced through an Arts program.
The Arts Framework P -10 (1988) maintains that:
While there are other advantages for students to gain from arts experiences,
such as the development of a broad range of cognitive, language, personal and
social skills, as well as work and leisure opportunities, it needs to be stressed
that the major benefits of sustained engagement in the arts are primarily
aesthetic. The arts provide a range of unique experience for all students and
are essential for their total development. (p. 12)
The document further states: “Learning in the arts is essentially student centred and
values the differences in perception, insight, knowledge, needs and capacities of each
student” (p. 13).
The Statement on the Arts for Australian Schools (1994) asserts that: “Although the
arts forms are often used in interrelated ways, each has its own characteristics and
body of knowledge, and each makes its own distinctive contribution to learning” (p.
3). It broadens this idea further in the statement “The arts are unique ways of
knowing and of communicating experiences, but they are found in all other
curriculum areas where aural, enactive, kinaesthetic, tactile, verbal and visual symbol
systems are used” (p. 8).
In The Arts Learning Area Statement (1998) from Western Australia it is said that
The arts contribute to the development of an understanding of the physical,
emotional, intellectual, aesthetic, social, moral and spiritual dimensions of
human experience. They also assist the expression and identity of individuals
and groups through the recording and sharing of experiences and imagination.
(p. 50)
The Department of Education and Training in the Australian Capital Territory
published a document The Arts Curriculum Framework (1994) in which they
maintain
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The arts are a grouping of distinctive but interrelated art forms, each with its
own conventions, codes, practices and meaning structures. They have long
been grouped together as related forms of human expression and
understanding. In all cultures, the arts provide important ways of perceiving,
processing, expressing and representing ideas, emotions, values and spiritual
beliefs. (p. 7)
The Board of Studies in New South Wales published the Creative Arts K – 6 Syllabus
(2000) to support the implementation of the Arts document in the state:
They (the arts) play a significant role in how meaning is made in peoples’
lives. Visual arts, music, drama and dance offer students and people of all
ages opportunities for personal expression, enjoyment, creative action,
imagination, emotional response, aesthetic pleasure and the creation of shared
meanings. The arts forms also provide students and other people with
opportunities to explore social and cultural values about spiritual and worldly
beliefs in Australia and in other regions and cultures, and to celebrate, share
and negotiate these values and beliefs. (p. 6)
In the South Australian Curriculum Standards and Accountability Framework the
Arts Learning Area (2001) it is stated that “Arts is a collective term. It gathers
together the means of expression and understanding, that engage our imaginations and
suspend belief” (p. 2).
The Northern Territory in the Curriculum Framework: Arts Learning Area (2002)
believes “The arts serve both aesthetic and functional purpose, engaging our
imagination and enabling us to express our thoughts and feelings in individual ways.
The arts are shared meaning systems capable of expressing, containing, conveying
and evoking other meanings” (p. 421). This opinion is corroborated by the
Tasmanian Essential Learnings (2000) in which it is stated “The arts are important
ways of coming to know and understand through direct, intimate, intuitive experience.
They provide a particular way of looking, thinking, describing, recording and
analysing” (p. 23). It is further stated that “Understanding how the arts reflect,
challenge and sometimes shape the values and beliefs of a society, and how their
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forms vary across times and cultures, helps learners to enjoy and engage with them as
a life-enhancing part of personal and social experience” (p. 23).
The Queensland School Curriculum Council in The Arts Years 1 to 10 Syllabus
(2002) maintains
The Arts encompasses those artistic pursuits that express and communicate
what it is to be human through dance, drama, media, music and visual arts.
Through these five distinct and separate disciplines, we develop, share and
pass on understandings of ourselves, our histories, our cultures and our worlds
to future generations. The Arts, separately and collectively, can balance and
enrich students’ experience by fostering unique and significant knowledge,
skills, processes and attitudes that are transferable to other areas of learning.
(p. 9)
The latest Victorian curriculum statement, Victorian Essential Learning Standards –
The Arts (2005) reinforces the philosophy that has been expressed in all other state
and territory arts curriculum documentation: “The Arts are unique, expressive,
creative and communicative forms that engage students in critical and creative
thinking and help them understand themselves and the world” (p. 4). It is further
stated that in the early years of education “all students should experience learning in
Performing – Dance, Drama and Music – and Visual – Art (2-D and 3-D) and Media
– disciplines and forms” (p. 6).
Each of the curriculum authorities in the states and territories has published
statements and curriculum strategies in the area of Arts learning, which in itself
recognises the importance of teaching the arts to children in the early years of their
education. Bloomfield and Childs (2000) maintain that “Recognition (of the arts)
therefore denotes the important role of the arts in the primary curriculum as valid
routes of learning, not only as art forms in their own right, but as arteries that
invigorate other fields of learning” (p. 3). They further observe that “The re-
affirmation of the arts in the primary school also relates to the teacher’s role in
meeting requirements and facilitating learning in the key areas of creating, realising
and responding to art works, whether produced by the children or selected received
works of art” (p. 6).
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Reimer (2003) contends that
Each art, and each specific instance of each art, is its own window onto
potential meanings. That is why we have so many different arts and endless
potentials of instances within (and across) them. The capacity for
artistic/aesthetic meaning-making is inexhaustible, both in the human need for
it and in the humanly invented ways and means to fulfil that need. (p. 152).
Eisner (1998) agrees with this statement as he contends
that arts education and the several art fields that constitute it ought to give
pride of place to those unique contributions that only the arts make possible,
that when justifications for arts education that are not distinctive become
primary, the place of arts education in our schools and their potential
contribution to the student’s education is compromised. (p. 13)
Therefore, as we know that the Performing Arts assist in the development of non Arts
based skills and knowledge, should we highlight the teaching of Arts for the gaining
of knowledge, skills and values, or should we be implementing Arts programs for the
sake of the Arts themselves?
According to Ho, Matthews and Mitchell (2005) “Students who were involved in the
arts were doing better at school than those who weren’t” (p. 13). These writers
further inform us of a study undertaken by the Australian Council for Educational
Research (ACER) which outlines the skills and attitudes which are enhanced through
an arts program, as being the development of self worth, thinking skills, planning
skills, working collaboratively, perseverance and social skills - all being similar
findings to those of other research projects. Ho et al. (2005) maintain that the results
“substantiated other research that arts programs enhance students’ engagement with
learning” (p. 13).
The Performing Arts for the purpose of this study, are Dance, Drama and Music. In
The Arts a Curriculum profile for Australian Schools (1994) it is stated that
In the performing arts areas of dance, drama and music, the outcome is action,
sound or movement performed by the body over a period of time. The
performing arts must be observed and experienced in time and performance
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must be seen to embrace the processes involved in their creating and making.
(p. 5)
Bloomfield and Childs (2000) agree that “Dance, drama and music are performing
arts and owe their existence to the element of time” (p. 8). As each of the disciplines
in the performing arts is explored, it will be determined if they are in fact, an
important means to the growth and development of the whole child.
2.3.2 Dance
McGreevy-Nichols and Scheff (1995) state “dance is movement created and executed
to satisfy a need. It can be stylized, done to music or not, tell a story or not, create
images, use space, define moods, create and channel energy” (p. v). Loeffler (2003)
expands this description “Creative movement and dance is an enjoyable way for
young children to develop their physical skills, channel their energy, stimulate their
imagination and promote their creativity. Creative dance involves using body actions
to communicate an image (the wind), an idea (a journey) or a feeling (strength)” (p.
1). Cone and Cone (2005) maintain “Dance provides children with the means to
express and communicate what they really feel and know about themselves and the
world….Socially, children enjoy interacting with others through movement. They
laugh and talk with each other while sharing an experience that is fun and personally
rewarding” (p. 12).
The Statement on the Arts for Australian Schools (1994) states “Dance is expressive
human movement which forms an integral part of human life and culture. Dance
exists in a large variety of forms and for different purposes, ranging from social
pastime to theatrical performance and religious rite” (p. 13).
In the Curriculum and Standards Framework II (1995), it is stated that “Dance is the
exploration of the language of movement, using the body as an instrument of
expression” (p.7). Borten (1963) maintains that
Dancing is rhythmic movement that speaks – of joy and sorrow, of love and
hate, of hope and fear. It can describe the world inside me and the world
around me. It can be as gentle as the rocking of a cradle or as violent as an
explosion. A dance is like a poem – and movements are its words. A dance is
like a song – and movements are its melody. (cited in Thraves & Williamson,
1994, p. 1)
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Creating and performing dance involves many activities including exploring,
discovery, practising movements, improvisation, formation of movements and
patterns, as well as developing, planning, selecting and evaluating movements that
will convey ideas, feelings and images. Bloomfield and Childs (2000) maintain that
Dance as an art is totally reliant upon movement. To engage in the
experiences of the dance, whether as a creator, performer, spectator or teacher,
not only requires an understanding of the artistic and aesthetic nature of the
organisation of movement but also a belief in its significance as a gestural
language. Dance as a major art form, uses the body to express metaphor and
symbol through the formulation and organisation of movement patterns that
capture and convey meaning. (p. 45)
The Arts – a Curriculum Profile for Australian Schools (1994) suggests that “Dance
provides opportunity for self-expression and allows for success. Activities are varied,
integrated with play and set in a safe environment” (p. 28). Dance education helps
students to develop an understanding of their own and other’s cultures, as well as
developing the ability to make dances which express their ideas, emotions and images
by the progressive improvement of physical and expressive skills.
A Statement on the Arts for Australian Schools (1994) advocates:
Dance education acknowledges the variety of genres and styles of dance, the
different functions or purposes dance fulfils, and the contexts that influence
the making, performing and appreciation of dance. Through dance, students
develop an understanding of its value in their own and other cultures, and
extend their understanding of themselves, their place in society and of how
they can communicate through dance. Students may also explore other
curriculum areas through dance. (p. 14)
The Arts Framework P -10 (1988) maintains that “Dance is a powerful means of
communication between people” (p. 59). It further contends that “The process of
making dances provides individuals with a means of exploring, expressing and
externalising their experience. Dance is generally distinguished from other art forms
in that the expressive medium is the human body and its movements” (p. 59). The
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document explains this further when it is stated “In dance, the body is the medium for
expression. In dance, ideas, images and feelings are represented kinaesthetically.
Dance can integrate mind and body” (p. 61). According to Ware (1987) “Dance is a
performance art. Dance needs to be seen: it is as much for the audience as the
dancers. I believe that Dance is an underused resource, and that many teachers see it
purely as a subject and not as a teaching method. It is both” (p. 5).
According to Bloomfield and Childs (2000) “Dance as part of the integrated arts
approach, enables children to acquire dancing skills as they progress through the
primary years, awakening their sense of bodily intelligence. They understand how to
move in an aesthetic and artistic way through the notion of embodiment” (p. 9). With
this research and understanding available, then schools should be prepared to utilise
and implement dance as an area of curriculum as it has the potential to develop within
children spiritual, aesthetic, cognitive, emotional, and physical dimensions within a
single activity. Russell (1965) concurs
The particular nature of the art of movement lies in the fact that all the aspects
of the personality are brought into play – body, spirit, intellect, emotions –
although certain individuals will stress different ones. (p. 58)
Teachers should be encouraged to use dance to assist in their learning of other areas
of the curriculum, as the Arts Framework P – 10 (1988) states “Dance has value in the
curriculum in its own right, but it can also be used as a learning medium in most fields
of study” (p. 64). Thraves and Williamson (1994) contend that “Dance crosses all
areas of learning” (p. 2).
Dance is a medium through which children can develop co-operative skills. Cone and
Cone (2005) believe that “While dancing in a small group, children assume various
leadership roles, learn to share ideas, practice moving together, and develop a group
identity” (p. 12). They can work with each other and within a team situation. Crowe
(1996) maintains
Many activities in the Performing Arts involve children in self-expressive
work and in the development of working relationships through partner and
small group work. The most powerful learning occurs when children
participate in “buddy” work. In the first place children relate with more
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assurance in a one to one situation, but “buddy” work helps to develop the
more elaborate skills for group work. (p. 77)
As children plan, practice and present dance works they are exploring and developing,
interpersonal skills, “Dance can provide opportunities for learning through positive
social interaction…(it) allows students to develop positive skills and attitudes in
interpersonal relations (The Arts Framework, 1988, p. 65).
Loeffler (2003) states “A social benefit of creative dance is that it encourages an
interactive environment where children share space as they explore movement
together, but in their own way” (p. 2).
Another important reason for Dance to be utilised by schools in the whole school
curriculum, is that, according to the Arts Framework P – 10 (1988) “Dance
contributes directly to the development of a positive attitude towards education
generally, and develops personal qualities valued by the school community” (p. 65).
2.3.3 Why Teach Dance?
The Japanese dancer and 2004 UNESCO Artist for Peace, Miyako Yoshida (2005)
stated in her International Dance Day message:
Dance is exclusive to no one.
It grants joy and elation to all that partake or spectate.
The language of dance knows no boundaries.
It reaches beyond class, education, country and belief.
Its vocabulary is infinite, as human emotion resonates through movement.
Dance enriches the soul and uplifts the spirit.
Dance lives within all that live.
Let all the children dance and peace shall surely follow.
Exiner and Lloyd (1987) maintain that Dance is
a form of human behaviour and in early civilisations dance played a major part
in how children saw and took their place in the society in which they lived.
Dance was a means of learning, not only about social relationships,
community life and cultural expectations, but also about the everyday events
of life, such as hunting and gathering, and the mystery of life and of death.
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Dance was magic, it was religion, it was celebration and an entertainment – it
was part of living. (p. 1)
Today children live in a society and a culture that is so busy that it does not come
together as their forefathers did, therefore the school has a certain responsibility to
help children to learn the cultural and community concepts of dance and its role in
society today.
Children should be given permission to dance for the sheer joy of dancing.
Bloomfield and Child (2000) maintain that “Dance is brought alive when children
perform movements in a meaningful artistic way” (p. 9). Craig (1990) stresses
however, “Dancing is much more than just good fun. It is a valuable tool in the
classroom because it teaches children a vast array of skills which will be useful to
them for the rest of their lives. A good programme of dancing will help children
cultivate a proper sense of social interaction and, because dancing helps to develop
the social graces, it will teach them the basic notions of courteousness and civility” (p.
4). If we want children to develop social skills and learn about different aspects of
their ancestry and culture through education, schools, particularly primary schools,
need to develop comprehensive Performing Arts programs which include Dance. In
support of this, Purcell (1994) states
Dance should be an integral component of a comprehensive education for the
same reasons that math, history, language arts, social studies, the arts and
science are essential to education. The body of knowledge in each subject
area teaches children who they are and how they interact with the world –
past, present and future. (p. vii)
Dance addresses the needs of children to express and communicate their ideas, to
understand and know themselves and their world and to master their own movement
abilities. Purcell (1994) suggests “Dance is more than exploring different ways to
make a shape or learning a series of steps to music, it is a way of moving that uses the
body as the instrument for expression and communication” (p. vii). Dance allows
children to use their own natural creative instincts. It encourages children to explore
beyond the predictable response to a problem solving task. Therefore, activities in
Dance need to be varied. They should be integrated as play and as directed activities,
within the curriculum, whilst being set in a safe environment. Such experiences
provide children with the opportunity for self-expression and allow for varying
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degrees of success. Exiner and Lloyd (1987) take this view a step further. They
believe that
Dancing is a way of capturing and interpreting the essence of what is to be
learnt and there is hardly anything one cannot dance about. The body’s
inherent awareness of space, its sense of rhythm and the flow of its energy
enables us, through dance, to establish connections with line and shape,
texture and tension, colour and sound and many more of the diverse
phenomena which make our world such a rich place to live in. (p. 31)
Dance allows children to discover new ways to move, feel, perceive and understand
themselves and others. It teaches children other avenues of expression and
communication, and develops creativity and imagination within them. Dance
reinforces children’s understanding of the basic elements of movement – space, time
and energy. It plays a significant role in the total education of the child and develops
self concept – allowing them to explore who they are and where they belong. Purcell
(1994) maintains “The unique aspect of dance that makes its inclusion in the
elementary curriculum imperative, is that dance fully integrates the cognitive, motor
and affective domains within each task. Children simultaneously move, think and
feel” (p. vii). Jensen (1998) agrees: “Today’s brain, mind and body research
establishes links between movement and learning. Educators ought to be purposeful
about integrating movement activities into everyday learning” (p. 88). Swanson
(1969) agrees
Children express themselves directly and effectively through movement.
When using bodily movement as a response to music, children do more than
merely run, skip, and gallop with the music; they use these natural movements
to express the more elusive qualities of feeling that the music conveys.
Impersonation and dramatization serve a similar purpose and may be used
with songs as well as with instrumental music. Through movement children
learn to listen to music and to follow its flow through time, both imaginatively
and physically. The concepts of space and time that children develop through
their varied activities involving bodily movement help them when they listen
to music and follow its flow through time. (p. 11)
Dance education in schools should acknowledge the variety and styles of dance, the
different purposes dance fulfils, and the contexts that influence the creating and
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making, exploring and responding to dance. Through performing dance and
participating in its development, students find an understanding of its value in their
own and other cultures, and extend their understanding of themselves, their place in
society and of how they can communicate through dance. According to RANTAN
music group (1982) “From the earliest colonization of Australia, dancing was an
important form of social recreation – whether in the ballrooms of Melbourne and
Sydney or in a shearing shed somewhere outback” (p. 1). Students may also explore
other curriculum areas through dance. Children can explore and learn history, health,
language arts, science, mathematics, citizenship and religious education through
dance. As human beings who move, think and feel, they can learn about themselves,
learn how they relate to others, and about the world in which they live (Purcell 1994,
p. vii). Smith-Autard (2002) agrees: “The medium of dance can enhance and
reinforce other forms of knowledge, understanding and skills” (p. 98).
Dance recognises the contributions of the many cultures that make up our society and
increases our understanding of how dance represents traditions, beliefs and values of a
culture. It can add to the way children perceive their world and helps children
recognise that we are all different – yet the same. The Task Force for the New Jersey
Literacy in the Arts (1989) reported that “Since the dawn of time, dance has been used
to express joy and sorrow. In no other activity do human beings, in a very
fundamental way, become their own creations. The experience of self-creation is one
that must be nurtured in all our children, and it can be achieved most powerfully,
perhaps, through the language we call dance” (p. xx).
In any learning experience – be it English, Mathematics or Dance - the teacher and
student must enter the learning experience together with enthusiasm, a positive
attitude and the willingness to allow the joy of the experience, in this case dancing, to
envelop them. One does not need to be a dancer, but rather a teacher who is a risk
taker and prepared to be involved with the children and what they are creating, a
teacher who is positive about all that children have to offer.
As primary school teachers often work in an integrated manner, Thraves and
Williamson (1994) believe that “Dance can be a wonderful addition or extension to
your work on a theme, adding a different dimension, encouraging understanding from
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a new perspective and providing a physical interpretation and an opportunity for
creativity” (p. 3). Ware (1987) collaborates this belief: “There are endless
opportunities to integrate dance with other aspects of the curriculum” (p. 4). This will
be discussed further in the section on Integrated Curriculum.
2.3.4 Drama
Burton (1987) asserts that “Drama is a way of exploring and understanding the world.
In common with language arts, it teaches communication skills and the use of
language and the imagination. Like physical education, it involves physical
development and co-ordination, and it shares with art an interest in creativity and self-
expression” (p. 1). O’Toole and Dunn (2002) maintain that “Drama is both about
exploring – discovering and creating – and about performing. Principally, especially
in the primary years, it is about creating models – models of behaviour and action that
can be practised and performed safely” (p. 3).
There are many reasons for children to participate in drama in the early years of their
education. Because young children explore their world and new concepts through
play, then they need to be given opportunities in a relatively controlled environment
to do so. The naturalness, delight and ingenuousness of young children’s play can be
transferred into the formal learning environment of the classroom through drama.
According to the Arts Framework P-10 (1988) “Drama is a natural extension of the
play of small children. Through play, young children explore their world, allay fears,
come to define their relationships with people, try out emerging abilities, and become
aware of themselves through comparison with others” (p. 93). As drama, and
related activities are usually based on life situations, including stories, myths and
legends, historical events, relationships and social issues, then children need
occasions to explore their existence through drama. According to Bloomfield and
Childs (2000) “Drama is a performance art using movement and speech. They
(children) use voice and movement, sometimes simultaneously, or separately as in
mime or spoken dialogue (p. 8). The Arts Framework P – 10 (1988) states “Through
the key processes of role, pretence and imaginary projection, they gain insight into the
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way that other people think, feel and behave. They may also speculate on their own
responses and behaviour in a variety of situations” (p. 95).
In the Statement on the Arts for Australian Schools (1994) it is stated that “Drama is
the enactment of real and imagined events through roles and situations. Drama
enables both individuals and groups, to explore, shape and symbolically represent
ideas and feelings and their consequences” (p. 15). The Victorian Curriculum and
Standards Framework II (1995) concurs “Drama is the exploration of ideas and
feelings through improvisation and acting” (p. 7). According to the New South Wales
Curriculum Support document (1998) “Drama involves the enactment of real or
imagined events and experiences. It is a collaborative art form through which students
use their imagination and creativity to explore, respond to and learn about the world”
(p. 10). Bloomfield and Childs (2000) assert that “Drama is a performance art using
movement and speech. They (children) use voice and movement, sometimes
simultaneously, or separately as in mime or spoken dialogue” (p. 8). The Frameworks
P-10 (1988) states “There are valuable additional contributions that drama makes to
curriculum that stem from its nature as an expressive medium – namely, the social
and personal development of students” (p. 102). Winston and Tandy (2001) concur
“Learning in drama is often understood to develop such qualities as empathy, self-
confidence, self-control, respect and tolerance for others, the ability to concentrate, to
listen and to work constructively in groups” (p. 103).
It should be noted that role play is not the only activity in which children participate
in drama. According to A Statement on the Arts for Australian Schools (1994) “Drama
in schools covers a broad range of activities including improvisation, role-play, text
interpretation, theatrical performances and stagecraft. It draws on elements of
dramatic play such as spontaneity, imagination, role-playing, exploration and free
association of ideas and action” (p. 17). It should be remembered when planning the
drama component of the Performing Arts program that all facets of drama need to
involve students in both creative and practical problem-solving processes as they
develop and use physical, cognitive and technical skills.
Gabriel (2001) in his paper on the work of Hetland, outlines his understandings about
drama: "In essence, it unites the affective and concrete realms. It allows children to
understand things more precisely, and in effect, strips away the layers that separate
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them from truly understanding an idea" (p. 2). Swartz (2004) argues that “Drama is
an art form through which students can develop awareness, heighten perception,
manipulate language, increase cognition, explore emotions, and improve their abilities
to interact with others” (p. 81). For these reasons alone, the implementation of arts in
the early years of a child’s education should be recommended if not mandated.
Bloomfield and Childs (2000) assert that “Drama is akin to dance in terms of mime
and story, and to music in terms of voice, rhythm and mood” (p. 9). This is why
teachers should be able to create activities within units of work, that link the three
disciplines together.
2.3.5 Why Teach Drama?
Drama can be used in practically any key learning area. Children learn through play,
from the moment they are born. Drama is a natural extension of such play, but in a
controlled situation. Winston and Tandy (2001) maintain “Drama and play are not, in
the end, one and the same thing; but it is from children’s innate capacity for play, and
upon the understandings they gain from participating in play, that dramatic activity
can be constructed” (p. vii). According to Hogg and Martin (2005) “Childhood and
drama go hand in hand” (p. 4). Drama provides children, with an alternative means to
make decisions, test their theories through words and actions and then evaluate what
they have done. It allows children to assume different roles, thus giving them the
opportunity to determine if their decisions are appropriate within a safe environment.
Swartz (2004) maintains “It (Drama) is a way of learning – a positive and fulfilling
way” (p. 81). Swasbrook (1997) believes that “Drama opens a whole new world of
‘make believe’ in the lives of both young and old” (p. i). Burton (1987) maintains
“Educationalists throughout the world recognise the importance of creative play in the
way children learn” (p. 1), and therefore the classroom teacher is encouraged to direct
children’s organised play into problem-solving and social situations. Children love
Drama because it draws on their natural aptitude for creative play, and allows them to
express themselves physically, emotionally and imaginatively all at once. Varrenti
(2006) states “We can teach our children about the world through unstructured play
and we can also use drama to assist in the teaching of maths, literacy, history, English
and geography in the classroom” (p. 25). Jensen (2001) asserts “Playful expression is
the link from the inner worlds to the real world. Play is the foundation for creativity.
Play is necessary for social skills” (p. 80).
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Drama supports children in becoming self-active learners, improvising, using their
imagination and inventing and discovering ways to cope with problems. Winston and
Tandy (2001) maintain
As children mature, the personal and social skills they develop within drama
should become more closely associated with the demands and requirements of
the form itself…a child involved in a school production in Year 6 may well be
required to show up regularly during lunch times and after school; learn lines;
remember physical moves and motifs; ensure that properties are placed in the
right place before a performance; and remain still and silent for substantial
periods of time. Such a child will need to show reliability, patience, self-
discipline, thoughtfulness, commitment to a group and consideration for other
members of that group. (p. 105)
Drama supports the all-round growth of children, especially in the matter of
sensitivity towards and understanding of others. Swasbrook, (1997) claims “Drama
can be used as a practical method of teaching, at times serving many purposes; to
convey and consolidate factual knowledge, create an awareness of cultures and
customs, and enhance an interest in literature” (p. i). Drama stimulates and raises the
language acquisition of children and promotes learning across all key learning areas
as children endeavour to explore and understand their world. Burton (1988) tells us
that “Drama is not only important, it is actually essential in helping young children
learn to speak, read and write” (p. iv). Swasbrook (1997) corroborates this notion
when she maintains “In language, drama plays a very important role, teaching clear
and correct enunciation of words, expressive speech and strengthening retention
through rote learning of character parts” (p. i).
Drama aids in the teaching of communication skills, it develops the fundamental
human capacities of identification and empathy and emphasises a co-operative
approach to learning. Drama assists children in developing their socialisation skills by
encouraging them to work together on tasks which involve them both physically and
imaginatively. It supports children in their understanding of the world around them,
particularly their relationships with other people and the implications of their actions
on them. Swasbrook, (1997) states that “For the individual, drama assists in breaking
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down barriers and inhibitions, building self-confidence, developing cooperation and
team spirit” ( p. i).
Drama encourages children to imagine environments, experiences and people they
may never have encountered, it allows children to understand by doing. Varrenti
(2006) believes “To perform is to test and expand the imagination, to learn
compassion and empathy; to experience ugliness and beauty up close. Acquiring the
skills to perform and to critique another’s performance strengthens children’s
intellectual and creative muscles while at the same time enabling them to ‘show off’
(with discipline)” (p. 25). Drama assists children to appreciate the significance of the
facts they have been taught by allowing them to participate through role play, events
that have happened in the past. Darvel (1997) states that “Role play drama can be
used to help the teacher and students explore issues and aspects of a story without
preconceived ideas” (p. 9).
Drama programs in schools assist in the development of different skills and attitudes
in the children. Drama encourages children in their natural desire to move and explore
their space and to travel freely through this space without colliding with others.
Drama activities develop an awareness of the different levels – high, low, middle, as
well as a sense of rhythm, moving in time with a beat. Different activities encourage
children to become aware of contrasts in speed and energy. Drama programs help
children develop an awareness of their own body parts and how they move the body,
while encouraging and aiding flexibility. Through Drama children develop the skills
of: trust, working in small groups, exploring and experimenting with different roles,
imitating movements of others, and using imagination in response to music, voice,
sounds and story. Children demonstrate more insight into the roles they are playing
as they gain experience and discover how to think abstractly, illustrating emotions,
thoughts and feelings. Varrenti (2006) states “drama can be transformative and
empowering” (p. 25). Children explore the use of voice and gesture to establish
character and develop richer characterization skills as they continue to participate in a
Drama program. Jensen (2002) maintains “When your students do role-play, several
good things happen. The kinaesthetic part of us gets involved in the role-play, and
engages emotions, builds problem solving and aids learning by encapsulating it more
easily in the brain so it can be recalled later” (p. 9).
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2.3.6 Music
Askew (1993) believes that if you ask a group of people to define music, then you
will be given a different answer by each person. He states “The nature of music is
such that philosophers and scientists have long been searching for its essence, yet no
answer has been proposed that will end the quest” (p. 7). However for the purposes
of this study, the definitions presented in the different curriculum documents in
Australia will be used.
The Arts Framework P–10 (1988) states: “Music is a unique form of expression and
communication found in every culture. The quality of our experiences with music are
naturally enhanced by increasing our knowledge of the subject” (p. 205). A Statement
on the Arts for Australian Schools (1994) extends this description further
Music is essentially an aural art form which exists in time. Music can exist in
its own right. Music is an art form that evolves continually. Music has the
capacity to evoke strong responses and although individuals respond in diverse
ways to the same work, there are cultural and social similarities in the way
people value music. Music excites and moves us in many different ways and
for many reasons. (p. 21)
The Curriculum and Standards Framework II (1995) adds to this explanation of
music, highlighting its importance to students “Music is essentially composed sound
that has both an expressive and communicative purpose. Students use musical
instruments, voices, objects and electronic sources and techniques and processes, to
improvise, compose and perform.” (p. 7).
The Queensland P–10 Arts Education Framework (1990) states “Music involves the
organisation of sounds (and also the absence of sound) over time. Because music is
intangible, it requires structure to be imposed during each instance of creation, re-
creation and listening. Structures imposed will be historically and culturally
influenced, but the individual’s involvement in the process gives music its special
sense of communication, personal identification or meaning” (p. 23). According to A
Statement on the Arts for Australian Schools. (1994) “An effective music program has
three aims: to capture the interest of all students, providing them with enjoyment and
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a sense of achievement; to cater for differing rates and styles of learning; and to
satisfy and extend students with more developed musical knowledge and skills “ (p.
22).
Bloomfield and Childs (2000) claim “Music brings great joy to children, and whether
using the voice or playing instruments it offers a unique mode of experience through
which they can both receive and express ideas and feelings, thus cultivating auditory
intelligence” (p. 10). As music is part of every day life in today’s society, and as
young people seem to derive so much pleasure and enjoyment from the music in their
lives then the music programs offered in primary schools should ensure “Active
involvement with the expressiveness of sound (which) allows students to explore and
discover a deeper awareness of music’s nature, vitality, evocative power and range of
expressive qualities” (Australian Education Council, 1994, p. 21).
The Department of Education, Queensland (1990) maintains that for a school to run a
successful arts program, then its
Music education encompasses activities, such as listening singing, playing
instruments and composing. As well as reinforcing and extending students’
skills in structuring musical events general cognitive, psychomotor, social and
affective development skills are enhanced. (p. 23)
Bloomfield and Childs (2000) believe that “As in the case of dance and drama,
primary school children will derive personal pleasure from compiling an exciting and
stimulating musical repertoire” (p. 10).
2.3.7 Why Teach Music?
Reimer (2003) in writing about Gardner’s investigation of multiple intelligences,
maintains that “In his inclusion of music among the basic ways humans can be
intelligent he has dramatically altered the perception of many people both inside and
outside the academic world as to how music can be regarded and valued” (p. 202).
According to Jensen (2002) “Music can charge and energise our brain. When music
harmonises with our own rhythms, we feel energised by it” (p. 20). Page (1995)
maintains “Music strengthens attention spans, aids memory, and provides creative
outlets. Music is good for us – it’s good for our brains, our bodies, and our spirits” (p.
9). Most children respond to music. If used carefully and appropriately, it can be a
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positive way to assist children to develop their potential in a number of growth areas.
Swanson (1969) states “they (children) can find ways to express their joy or sadness,
their feelings of aggression or loneliness” (p. 12). School music programs have
activities which involve listening to music, and often the response is overt, perhaps
singing, moving or accompanying with instruments. However, children also need to
be given many opportunities to ‘listen for the sake of listening’, as it is through
listening that they become familiar with and learn to appreciate, various types of
music including the music of different cultures. Swanson (1969) maintains “Listening
is basic to all of music-making. As a child sings and plays instruments, he listens. As
he interprets music though bodily movement, he listens” (p. 13).
The Australian Society for Music Education (ASME) (1999) states “A music
education contributes to the complete picture of the student’s intellectual and
cognitive development in a range of ways” (p. 7). Jensen (2001) deems “Music
making means much more than playing music, or listening to it. Singing, rapping and
producing musicals are also part of the musical arts” (p. 13). However, music can be
taken even further when integrated with other key learning areas. As children are
required to learn about different topics, they can use aspects of music to assist in this
learning – they can write songs that show what they know and understand about a
topic, or use music to help them with their learning. Children can create music to
enhance stories and to highlight emotions. Willingham (2004) asserts “Teaching in
and through music supposes that the curiosity of how music works will translate into
the wider world of learning and living” (p. 43).
ASME (1999) maintains “An education in music is essential in developing fully the
learner’s human potential” (p. 7). Music is part of our life from birth to death, from
lullaby to lament and for children to have positive and enriching experiences of music
at school, the music program needs to include a variety of engaging activities which
help them to learn, not only about music, but also about other aspects of their daily
lives. They need opportunities in a controlled and safe environment to explore their
own potential to create music, as well as to play, listen, critique and listen to music.
A school music program should provide positive and life affirming experience
for all participating students, fostering student’s self-esteem and enthusiasm
for musical activity. Of all the experiences encountered through schooling,
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music experiences are often recalled as being amongst the most powerful and
memorable. (ASME 1999, p. 10)
Jensen (2001) believes that “Music helps you think by activating and synchronizing
neural firing patterns that orchestrate and connect multiple brain sites. The neural
synchrony ensembles increase both the brain’s efficiency and effectiveness. The
strongest studies support the value of music making in spatial reasoning, creativity
and generalized mathematical skills” (p. 20). Willingham (2004) believes “we must
continue to play, sing and dance for it has been said that the stresses and anger in the
world today are a result of an unsung song or an undanced dance” (p. 41). And if we
can help children bring peace into their worlds through song and music, then we must
offer them many opportunities to sing and dance and play. Music is important not
only for its own intrinsic value, but also to assist children in developing skills and
learning in other areas of the curriculum. Music, as with the other performing arts,
will support students in developing problem-solving techniques and in becoming
independent thinkers and learners. Through a variety of experiences in music,
students gain knowledge, experience, skills and understandings, which can make for a
more fulfilling and richer life. ASME (1999) also suggests that “Music education may
become a means through which a range of curriculum areas are addressed, providing
students with alternative pathways to the development of complex understandings in
other learning areas” (p. 7).
2.3.8 The Performing Arts – Process Not Product
Research suggests that learning is deepest when learners have the capacity to
represent what they have learned, and the different disciplines of the performing arts
all provide forms of representation. Bloomfield and Childs (2000) assert that “An
education in and through the arts is based upon the level of understanding, knowledge
and skills that are acquired by children and which are experienced in an imaginative
and creative way” (p. 3). However, A Statement on the Arts for Australian Schools
(1994) maintains “Performance is not just a finished product; it involves a process in
which students gain confidence, learn to express ideas, develop skills in different
styles of dance and to project themselves to different audiences and in different
venues” (p. 15). Children need to have many experiences of this process. They learn
through the planning, practising and presenting of their performing arts works It can
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be as a result of the presentation or performance, that others will critique and
appreciate the work of the child.
Booth (2004) maintains
Arts experiences offer other modes and ways of experiencing and learning,
children will have opportunities to think and feel as they explore, problem
solve, express, interpret, and evaluate the process and the results. To watch a
child completely engaged in an arts experience is to recognise that the brain is
on, driven by aesthetic and emotional imperative to make meaning, to say
something, to represent what matters. (p. 15)
In The Arts in the New Zealand Curriculum (2000) the statement is made “The arts
develop the artistic and aesthetic dimensions of human experience. They contribute
to our intellectual ability and to our social, cultural, and spiritual understandings.
They are an essential element of daily living and of lifelong learning” (p. 9). The
International Dance Council of UNESCO, supports this philosophy “By giving arts,
especially dance, their true place in the school environment, arts and dance become
true promotional tools for cultural values and teaching dance allows the pupils not
only to know their own culture but also develop an idea about the role of local and
national cultures’’ (1973).
2.4. The Arts and Religious Education in the Catholic Primary
School
2.4.1 The Arts and the Church
Over many centuries the Arts have been used as a vehicle through which the Catholic
Church has communicated religious knowledge. According to Goldburg (2002)
“Christianity has traditionally used the creative arts as a means to an end, that is to
teach people religion in a way that encouraged them to participate in particular
religious activities and celebrations” (p. 2). In the early years of the Church, as the
ability to read was limited to a minority of the population then “Dramatic narratives,
usually enhanced by visual and musical accompaniment, either told the Christian
story or provided a reflection on moral issues” (Goldburg, 2002, p. 2). During the
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Middle Ages, Treston (1993) maintains that “Cathedrals, mystery plays, feast days,
liturgy, devotions, art, language forms all taught about the Christian faith” (p. 25).
Goldburg (2002) supports this notion “People learnt to be religious by participating in
ritual with its music, movement and visual aspects, that is, they learnt to be religious
by doing it” (p. 2).
2.4.2 Prayer Through the Arts
“Catholic Schools exist as part of the evangelizing mission of the Church. They are
challenged to foster a distinctive culture, educational vision and practice”
(Awakenings, 2005, p. 74.) therefore as part of the Catholic school’s responsibility,
children should be encouraged and made feel confident in their ability to successfully
create their own prayer. Children need to be supported as they take a risk and pray in
ways that may seem unusual to them, as they are not the formal prayers of the
Catholic Church which have possibly been taught at home. Teachers in a Catholic
school, therefore, should be able to use the strategy of modeling to assist children in
their learning. Leon (1998) believes that “Our willingness to take time to pray, and
our prayerful attitude in the classroom weighs more than words ever could” (p. 30).
Gardner (1985) states “From the very first, an individual’s existence as a human being
affects the way that others will treat him and very soon the individual comes to think
of his own body as special” (p. 235). It is this specialness or the sacred place within
each of us, that makes our prayers important. Treston (1994) believes that “Through
prayer, we must make room for the in-dwelling of God” (p. 8). According to
Bretherton (1995) prayer connects us with God and with each other, as a faith
community. “Teach a child to pray and you have given him, or her, a most precious
gift for life…through prayer children are able to express and deepen their relationship
with God” (p. v). Teachers in Catholic Primary schools must give children a variety
of ways of achieving this goal. This statement in Awakenings (2005) highlights the
importance of the integration of the curriculum and Religious Education within
Catholic Schools: “Because it articulates intentionally the connectedness of the human
person with the whole of reality, human and divine, Religious Education awakens all
disciplines of learning to their deep potential. It lies at the heart of the curriculum of
Catholic Schools, synthesizing, enriching and complementing the learning
experiences of students” (p. 57). Catholic educators believe that there is a religious
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dimension to every curriculum area that is taught in a Catholic School. That all
disciplines have “a capacity to assist students to examine the world of human culture
and the world of religious meaning, providing knowledge and skills, and fostering
attitudes and values that are life-giving and that assist young people to search for
meaning and truth” (Awakenings, 2005 p. 57). Children should be offered many
different ways to pray and express their feelings for God and one important way is to
utilise the arts, especially the areas of music, movement, mime and dance.
2.4.3 Religious Education and Dance
In the article Bodily Knowing: Implications for Liturgy and Religious Education,
Whelan (1993) challenges religious educators to incorporate gesture and movement in
prayer: “there is a certain wisdom in the body that, if we were to ask, would have
much to teach about religious education and worship” (p. 88). She explores the
concept of prayer and worship through the use of our bodies. However, Goldburg
(2002) argues that “Expertise in the creative arts is not required of either teacher or
students for such an approach to be successful” (p. 2).
According to Snell (1982) “Dance more than any other form provides opportunity for
the whole body to be used as a means of giving ourselves to the Lord. In dance we
use the mind, the will, our emotions, strength and energy” (p. 2). Children love to
dance – from earliest childhood they sway to music and express their joy through
spinning, jumping, rolling, running and much more. It is therefore only natural that
they should express their love of God through dance and movement. Gribben (1982)
believes that children “dance because it is in the spirit of Jesus, and not only as an
imitation, but as a proclamation of his Gospel” (p. 6). Bretherton (1995) agrees
“Creative movement allows children to express praise, love, joy, thanks, sorrow, faith
and petition through movement and dance (it) helps the children to understand that
they can communicate with God in many different ways involving all aspects of their
person” (p. 41). Children enjoy dance and movement, where they can express their
joy of living. Teachers can encourage them to use this expression of life in their
prayers.
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For centuries people have realized that some things can only be expressed through
gesture or motion, thus the world’s rich tradition of dance and drama in religious
celebrations. Gribben (1982) maintains that teachers have to instill in their students
the idea that “Dance must be seen in the broadest point of view, so that it includes
posture, gesture, procession and involves music” (p.6). Most children can participate
in a procession, change a position from standing to kneeling, or use simple gestures in
prayers – therefore they can ‘dance’ a prayer. Often the gestures they make with their
bodies can be words ‘in motion’. Snell (1982) states that: “Liturgical dance is not
about learning steps, but about communicating truth through movement. It is a means
of expression for both young and old” (p. 2).
The posture used in prayer, usually indicates the type of prayer. For example when
kneeling to pray, adoration, sorrow or penance, are usually being expressed. When
standing there is active involvement in prayer, being respectful, and dignified. Using
the position of sitting indicates listening to God, relaxing and enjoying the time that is
being spent with God. The cross-legged position shows an alert attitude, yet very
comfortable communication with our God. Often to assist with the repetitive,
thoughtful mantras that are prayed, people find it easier to walk. When praying and
holding hands with those around us, oneness and unity with God and each other is
being expressed. It is important that students are given many opportunities to
experience each of these prayer postures over time. It is also vital to give them the
chance to express their feelings about the different positions, or postures. Bretherton
(1995) suggests: “Prayer in all its forms can be prayed using any posture. However,
particular postures do tend to lend themselves to specific prayer attitudes and may
assist in the expression of those attitudes to God” (p. 41).
2.4.4 Religious Education and Drama
Treston (1993) notes that “Story is an essential feature of Christian religious
education because the task of teachers is to convey the divine story about God” (p.
93). He mentions further that “People remember stories long after they have forgotten
the abstract word. Stories are for the community” (p. 91). An important aspect of
story telling in the Christian faith is that “Stories can be told orally or through dance,
music, poetry, film and art” (p. 92), As Treston (1993) also maintains that “Effective
Christian religious education has to be consistent with sound contemporary
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educational theory” (p. 9), then it is imperative that the teachers in Catholic schools
develop and utilize their skills of story telling through the mediums of the Performing
Arts.
Moynahan (1984b) maintains that
The gift God has given us that can most assist us in bringing God’s word into
the present, and the gift that paradoxically lies most unused today, is
imagination. Imagination can create the bridge between God’s word and our
lived experience. (p. 96)
Drama allows children to understand what they are reading or hearing by doing, as
they imagine the world in which a story has been set. Children are able to retell a
Gospel story through dramatization, freeze frames, dialogue or mime. These are all
strategies utilized in Drama classes in the performing arts. The Gospel stories of the
Catholic tradition are made significant to children through their participation in
dramatic performance. Moynahan (1984a) further states
Mime in liturgy can be one of the most effective uses of imagination to help
people link their own stories to the story of Christ. Mime can create the
imaginative space wherein the presence of many different relationships can be
felt. (p. 88)
Actions in mime must be clear, brief and evocative as the mimic is communicating
physically with the audience or congregation. The body language of mime creates an
important dimension to the experience of the children participating or viewing the
story being told. Therefore, actions must be very simple and easily understood. There
are different genres in mime which can be used within the classroom. There are echo
mimes, liquid pictures, chorus plays and personal reflections all of which can be
utilised to retell a story from Scripture. In creating mime children, through their
teachers, should be grounded in the biblical and liturgical traditions of the Catholic
church. Moynahan (1984b) believes that “The study of God’s Word in scripture, and
the creation of liturgical dramatizations that bring that word into the present, must be
done together” (p. 95). Wintour (2000) maintains that “Different genres have appeal
for different age groups. Each genre, however, represents one way of inculturating
the Scriptures, of making them accessible, relevant and meaningful” (p. 3).
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2.4.5 Religious Education and Music
Music has been a part of education since the times of ancient Greece. It has long been
recognized as the universal language that crosses many boundaries. Askew (1993)
maintains “Sound and music directly affect the human body. This has been known
since at least the time of the Egyptian Pharaohs. Most so-called ‘primitive’ cultures
have traditions of musical involvement” (p. 11). He explains further that music is
used “in religion, both as a signifier of particular religions and as a medium for
religious experience” (p. 16). Herry (1996) claims “I guess there are other ways to
centre and focus a group in prayer, but I believe that music, especially beautiful music
wedded to the Word of God, does it best” (p. iv).
During the nineteenth century, music was valued for religious, social and moral
reasons and became part of the school curriculum. Children love music, especially
music and songs that capture their imagination and invite them to participate.
Therefore, Leon (1998) suggests that “Singing a prayer is a wonderful way of praising
God and one that appeals to children” (p. 30). Kearney (1996) agrees and states that
when he works with children “their energy and enthusiasm bring me alive and make
me feel very glad to be where I am, doing what I do. And when we’re singing we’re
praying, flying on the wings of song” (p. 5). Landrey and Kinghorn (1995) believe
that the singing of hymns “will help many children celebrate their love for God and
God’s great love for them” (p. 4). As children often learn the songs, or hymns, by
rote, then they are learning and remembering aspects of their religion. By using quiet
reflective music, a teacher can give the children “A few minutes to close eyes, to feel
the wonder of God’s love, and to whisper a prayer of praise” (Leon, 1998, p. 30).
Music is an important part of the Catholic Church’s tradition and performs many
roles. Music brings joy and festivity to a celebration, it energizes the worshipper and
makes worship attractive. Music in worship involves the whole person – heart and
head and expresses and deepens faith. Music assists the memory and helps make
worship communal. In the Catholic school, teachers have the task of utilizing music
through their choice of hymns written especially for children, as well as reflective
music, thus giving children many meaningful experiences to assist in their spiritual
growth.
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Challingsworth (1982) believes that performing arts strategies can be “living, vital
forms of worship” as they are “beyond the restrictions of language, background and
origin” (p. 7). Therefore, teachers need to utilize as many aspects of the performing
arts as possible to engage children in activities that are relevant to their overall and
spiritual development. Treston (1993) encourages teachers to “Tell stories in a
variety of ways, for example as oral telling, dance, movement, drama and mime, song
and music, puppetry, mobiles, banners, audio-visuals, cassettes, reading and poetry”
(p. 93). Goldburg (2002) concludes “If encouraged to use both their senses and their
minds when studying religion, people will become aware not only of the important
relationship that the creative arts have had in transmitting religion in the past, but also
of the influential role the creative arts continue to play today” (p. 2).
2.5 Teaching the Teachers
2.5.1 Pre- Service Teacher Education
According to Kervin and Turnbull (2003)
There is an expectation from employers, schools and beginning teachers
themselves that pre-service primary teacher training will prepare teachers
pedagogically; ensure they have adequate content knowledge across the
curriculum areas; and have a repertoire of teaching strategies that will assist
students with the aim of increasing student achievement. More than ever, it
seems, beginning teachers need to be able to ‘hit the ground running’. They
need to have a sound pedagogical knowledge that goes beyond surviving. (p.
23)
This is supported in the Victorian Education Department’s Guidelines for the
Evaluation of Teacher Education Courses (1999) where it is stated that the
expectation by schools for a generalist primary school teacher, is that s/he “will be
able to teach in the key learning areas (KLAs) of English, Mathematics, Science, The
Arts, Studies of Society and Environment (SOSE), Health and Physical Education,
and Technology Studies” (p. 4). The document continues “It is accepted that not all
course models will be able to give equal and comprehensive coverage in all key
learning areas. However all primary teachers must be well prepared to teach in the
core areas of English, Mathematics and Science” (p. 4). It is also stated “All primary
teacher pre-service teacher education courses should continue to prepare primary
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teachers to at least be familiar with the teaching approaches and curriculum associated
with all KLAs” (p. 5). With statements like these being presented to those responsible
for educating our primary school teachers, how and why would we expect the young
teachers to see the importance of teaching the Arts when they are responsible for their
own classrooms?
The National Review of School Music Education instigated during 2005 states
teacher education for generalist classroom teachers has changed particularly as
funding models for tertiary education have changed. In many cases, time for
learning about music and learning to teach music have been reduced or
removed from teacher education courses. (p. 111)
The same reduction, and in many cases removal, of Drama courses is also a reality in
pre-service teacher education. Dance has usually been taught as part of the Physical
Education program in tertiary education and the areas of social and folk dance are the
two genres taught. Creative Dance is not seen as an important part of Dance
education for pre-service teachers. Pascoe et al. (2005) maintain “pre-service teacher
education needs to be more flexible and to reflect the changing nature of schooling”
(p. 111). They continue “there is a need for reform of music education for generalist
teacher pre-service training. There is clearly insufficient time for music in teacher
education courses. This needs to change” (p. 112). The same concerns are applicable
for Dance and Drama. The work of Jeannerett (1999), Russell-Bowie (2002) and
Temmerman (2006) further highlight the need for including the areas of the
Performing Arts in pre-service teacher education. The National Affiliation of Arts
Educators (2003) state “The arts components of current pre-service teacher education
are inadequate or have been severely eroded in primary teacher education. The
consequences for developing a culture of innovation are severe and must be
redressed” (p. 4).
With the implementation of the Victorian Essential Learning Standards (VELS) in
2005, it is understood that Primary school teachers in Victoria will be required to
teach all domains in the three strands of the VELS. It is intended that generalist
primary school teachers will be able to teach in the Discipline Based Learning
domains of English, Mathematics, Science, The Arts and Humanities. Each teacher
will also implement the Physical, Personal and Social Learning domains of Health
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and Physical Education, Interpersonal Development, Personal Learning and Civics
and Citizenship and also the Interdisciplinary Learning domains of Communication,
Design, Creativity and Technology, Information and Communications Technology
and Thinking. As a result of the implementation of each of these domains, it is
assumed that teachers are giving children skills to be successful in our world. “To
succeed in that world, all students need to develop the capacities to:
 Manage themselves as individuals and in relation to others
 Understand the world in which the live; and
 Act effectively in that world. (VELS Overview, 2005, p. 4).
2.5.2 Importance of the Arts in Teacher Education
If the above domains have been chosen as being essential to the complete education of
children, then each of these domains should be given equal importance in the class
timetable. However, it is obvious that some domains, or curriculum areas, are given
greater importance and therefore more time than others. It appears that at the teacher
training stage these subjects are also given more time on the University timetable.
According to Boyd (1999) “The arts education subjects are diminishing in tertiary
sectors or becoming an 'amalgam' of Arts subjects” (p. 7). Boyd (1999) further cites
the 1995 West Australian Arts Coalition document “For generalist primary classroom
teachers, pre-service training in arts education is lamentably in-adequate. There is no
recognition of, or allowance made for, the fact that, thus far, few teacher education
students have personal skills in the Arts” (p. 7). Grushka (2003) asserts that
Current thinking about teaching and learning, schools and teacher education is
hinged on the development of pedagogical practices and school environments
that develop learning cultures which foster imagination, curiosity, creativity,
self-awareness and cultural understandings…those characteristics of an
intellectual arts learning culture are now being recognised as essential to all
learning environments. (p. 23)
To further highlight this understanding and need for teachers with personal skills in
areas of the arts, Charadia (2003) quotes Fleming “We need teachers who know
children’s literature, poetry, music, songs and how to use props for creative
movement. More importantly, we need teachers who have sensitivity to children’s
spontaneous expressiveness, the recognition of imaginative rather than imitative uses
78
of movement” (p. 14). Bloomfield and Childs (2000) maintain that “Vital for
individual achievement is the method of teaching and the teacher’s own knowledge of
the subject that is being taught” (p. 3). Pascoe et al. (2005) agree
The course content for music education in pre-service teacher education
courses needs to ensure that teachers are competent in their own personal
music knowledge, understanding and skills, in other words that they can make
music themselves. (p. 112)
Again these same principles apply to the teaching of Drama and Dance.
Mellor (2003) states there is a ”need to educate the whole child, rather than merely
one aspect such as physical powers, feelings or intellect. This could only be achieved
by providing a balanced curriculum” (p. 14). Bloomfield and Childs (2000) believe
that
A special, dynamic and sensitive relationship exists between what the teacher
knows, how the teacher provides an appropriate learning environment, and
how the child responds to what is taught. The personal and sensitive quality
of the arts means that the pupil’s experience is a highly valued part of the
learning process. (p. 3)
The education for purposes other than academic and the building of relationships
between teacher and student can be achieved through the planning and
implementation of Performing Arts programs. Diaz, Donovan and Pascale (2006)
maintain that “integrating the arts transforms the learning environment in their
classrooms and schools” (p. 7). Palmer (1998) contends “Good teachers possess a
capacity for connectedness. They are able to weave a complex web of connections
among themselves, their subjects, and their students so that students can learn to
weave a world for themselves” (p.11). As Performing Arts assist with the
development of the whole person, since they enable all students to succeed in school,
life and work, then to be able to make connections between their learning and their
life is vital. The Performing Arts offer other ways of developing skills needed to be
productive members of society, assisting children in their understanding of others,
team work and problem solving. Diaz, Donovan and Pascale (2006) assert that
through the use of the arts in the classroom
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a range of skills are enhanced, such as the development of voice, the ability to
collaborate with others toward a shared goal, and critical thinking skills as
choices are weighed, eliminated, selected, and developed. (p. 6)
For young teachers to provide this ‘balanced curriculum’ they themselves must be
given the opportunity to learn in a balanced way at university. The Sacred
Congregation for Education in The Religious Dimension of Education in a Catholic
School (1988) states:
Future teachers should be helped to realise that any genuine educational
philosophy has to be based on the nature of the human person, and therefore
must take into account all of the physical and spiritual powers of each
individual, along with the call of each one to be an active and creative agent in
service to society. (p. 165)
Fullan and Steigelbauer (1991) contend “teacher education should foster the
development and integration of several aspects of teacher effectiveness – technical
skills development, critical reflection, inquiry and collaboration” (p. 326). With this
in mind and needing to know where students were currently situated in their
knowledge of and skills in the Performing Arts, it was imperative that the lecturer,
who was about to work with pre-service teachers, determine what was needed in the
unit she was about to teach. Prior to commencing the unit of work in Performing Arts
in Education, the lecturer surveyed the seventy eight students participating, to
determine how many had prior knowledge and experience in the Performing Arts, and
to what degree. Results were interesting, as many had only vague memories of
singing and school concerts in the primary school and some remembered participating
in the Rock Eisteddfod in Secondary school. A small number (22) had extensive
experience in the area of music, having learned an instrument to Year 10 or later and
having played in the school band. A smaller number had extensive experience in
dance (13), but these experiences had occurred outside the school situation. Only six
of the seventy eight students had extensive experience in Drama. As these are
students who would have attended primary and secondary schools over the past ten
years when the Arts were considered to be one of the Key Learning Areas, then all of
these students should have been able to state they had participated in specific classes
for the performing arts during their time at school.
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Young pre-service teachers who have participated in a practical, experiential based
Performing Arts course during their education, feel more confident about teaching
Performing Arts in Primary school. Van Elsen (2003) states: “Having the opportunity
to study and participate in Performing Arts was beneficial. After participating in a
variety of ‘active’ group tasks, I am more open to others – my peers and my tutor –
and their ideas” (p. 1). Jansen (2005) alleges that “Now I definitely feel that I have
the knowledge, even if not quite yet all of the skills to adequately present and use the
Performing Arts in the classroom” (p. 9). Baldock (2004) maintains “My knowledge
of the performing arts has increased rapidly over the past year and its importance
within the curriculum has been shown to me within this course, which is why now I
feel passionately about including the arts within my teaching experience now and in
the future” (p.1). Diaz, Donovan and Pascale (2006) would agree, as they believe that
in the course they have created for teachers that they “have found that an effective
method for addressing the students’ fears of failure, their lack of confidence and
knowledge in the arts, is to engage them directly in creative art making through
imagination and exploration” (p. 3).
Hennessy et al. (2001) in a study concerned with the factors influencing the
development of student teachers’ confidence to teach the arts, remind us that student
teachers are often placed in schools where the arts are of no importance – just as often
they can be placed in a school where the arts play an important role in the school
curriculum, where “the Arts curriculum is well taught and well resourced” (p. 54).
Some pre-service students who have not had positive Arts experiences in their own
education, stated that they would not have had the confidence to teach Performing
Arts to their own class, if they had not had the opportunity to explore and experience
activities for themselves. Buckley (2003) maintains that a performing arts course
taught at University
Teaches tolerance of others, of acceptance of what each individual brings from
their own perspective, of personal expression and creativity, as well as a
wonderful sense of liberation – something I experienced in our tutorial classes.
I often came away exhilarated by extending myself, by the laughter and the
camaraderie we experienced as a group, and by the ways in which I sometimes
surprised myself by what I could do (p. 2).
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The simplicity of the actions performed, the strategies explored and the tasks
undertaken, encouraged those who had some background through dance, drama,
music classes to use the performing arts to assist in teaching topics other than the
Arts. Clarke (2003) states:
Sharing experiences of any cultural tradition, which ultimately involves each
of the strands of the Performing Arts, will certainly provide children with a
more broad picture of the unique components of various cultures and how
these have become interwoven into our culture as Australians who live in a
multicultural country (p. 1).
Most pre-service teachers believe that the Performing Arts are an important and
relevant way of helping children explore not only relationships, but many other topics
including knowledge of their own bodies, taught within primary schools. Crowe
(2003) claims
It gives children the opportunity to develop an awareness of their body
coordination, builds self-confidence, assists socialisation skill maturation,
helps language development, encourages teamwork and enables children to
discover their personality (p. 1).
For some students it was a challenging time. Alexander (2003) claims
Performing Arts has been a challenge for me, it has put me outside of my
comfort zone. This is perhaps, one of the truly great positives about the
Performing Arts. To ask people to take risks and to challenge themselves. (p.
1)
Many can see that the Performing Arts are good for those students who do not excel
in other areas of the Curriculum. Holden (2003) agrees with them “The arts are a
powerful vehicle for engaging all learners” (p. 7). The feedback from children is often
the most immediate and effective factor in motivating young teachers to continue to
explore performing arts in their classroom. Unfortunately many young teachers and
more experienced teachers also, spend a great deal of their time and concentration on
the fear of ‘losing control’ of the class. This often determines the type of lesson the
teacher will implement, and the teaching approach they will take. This in turn can lead
to a very structured lesson where much demonstration of skills and techniques is
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utilised and not much exploration and creativity allowed. Harrison (2002) believes
that “The teacher’s role also involves being able to motivate students and recognise
the contribution they are making to the lesson or experience” (p. 2). Palmer (1998)
states “The connections made by good teachers are held not in their methods but in
their hearts – meaning heart in its ancient sense, as the place where intellect and
emotion and spirit and will converge in the human self” (p. 11). The performing arts
can be that heart.
Another pre-service student, Cameron (2004) states: “Students that experience and
learn about the wonderful area of the performing arts will promote a creative and
imaginative society that will be leading the world in critical and creative ways of
thinking and dealing with important issues. Students will become culturally capable
and knowledgeable members and leaders through the use of performing arts to bring
culture to life” (p. 3).
In England, according to Hennessy et al. (2001) primary teachers complete courses in
art, music, dance and drama as a way of developing practical and theoretical basis for
teaching. However, some teacher education courses which I investigated in Australia,
offer one semester of “the Arts”, often Visual, could be Music and sometimes Drama.
It is not too often that Dance is offered. Dance will be placed in the Physical
Education curriculum, as Folk or Social dance. Performing Arts as a subject, should
be offered in all university teacher education courses, because to teach music only, is
not offering young teachers the skills they will need to teach Performing Arts in their
classrooms. Evaluations from pre-service teachers who participate in such a course
show that they believe that the course is not long enough (being only one semester),
but it does offer practical ideas that can be used within the classroom. Sourbis (2003)
states “After completing this unit I can now see many valid reasons and the great
significance of Performing arts and how students can benefit from it as it assists
children’s learning abilities in many ways” (p. 1). Crosbie (2003) believes “Now I
have learnt new skills, easy ones that I can employ in my classroom, perhaps even on
a daily basis” (p. 3).
According to the Catholic Church document Lay Catholics in Schools: Witness to
Faith (1982) on teaching in our schools “The task of a teacher goes well beyond
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transmission of knowledge, although it is not to be excluded. Therefore if adequate
professional preparation is required in order to transmit knowledge, then adequate
professional preparation is even more necessary in order to fulfil the role of a genuine
teacher. It is an indispensable human formation, and without it, it would be foolish to
undertake any educational work” (p. 111). Palmer (1998) believes that “As good
teachers weave the fabric that joins them with students and subjects, the heart is the
loom on which the threads are tied, the tension is held, the shuttle flies, and the fabric
is stretched tight” (p. 11). Consequently there is a need for training young teachers in
all areas of the curriculum, not just the knowledge based domains or key learning
areas. Boyd (1999) maintains “The Arts are not new subjects- they have always been
taught, but due to universities not recognising the practical components of arts
participation and engagement, it seems that on average they are being taught badly”
(p. 7).
It appears that some University courses for teacher education are not offering enough
in the way of preparation for ‘the real classroom’. Courses are fragmented, do not
offer enough experience in the classroom and not enough theoretical underpinning of
student learning. Bransford, Brown and Cocking (2000) argue “The components of
teacher education programs – collections of courses, field experiences, and student
teaching – tend to be disjointed” (p. 201). They continue “teachers are not
encouraged to seek the knowledge and understanding that would allow them to teach
academically rigorous curriculum” (p. 203).
2.5.3 Professional Development for Experienced Teachers
Sparks (1991) contends that parents understand that it is the quality of teachers that
make the difference to a child’s learning in the classroom.
Teachers and parents understand intuitively that quality teaching makes a
significant difference in student learning. But only recently are educators and
the public learning more about the kind of on-the-job learning that enables
teachers to be more effective in raising student performance (p. 8).
When teachers are in the classroom and have gained some experience they need to
continue their professional learning. Kervin and Turnbull (2003) maintain “it
becomes crucial to acknowledge that pre-service teacher training or development
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must not end once a student graduates from tertiary pre-service teacher
education…this training or development must continue into their professional practice
(p. 23). Bransford et al. (2000) believe that “Practicing teachers continue to learn
about teaching in many ways. First they learn from their own practice. Second,
teachers learn through their interactions with other teachers. Third, teachers learn
from teacher educators in their own school, in degree programs and in specific teacher
enhancement projects that are often provided by consultants” (p. 191).
Teachers should be encouraged by leadership teams within their schools to attend
both in-service and professional development provided on and off site. Fogarty and
Pete (2004) maintain that “Quality teachers must be supported in every classroom
through continual, sustained, job-embedded professional development experiences”
(p. 7). Rowe (2004) supports this contention that “quality teachers and their
professional development do make a difference” (p. 15).
According to Bellanca (1996) “In-service is the scheduling of awareness programs,
usually of short duration, to inform teachers about new ideas in the field of education”
(p. 5). Bezzina and Kavanagh (2002) describe professional development, citing A
Class Act (Senate Employment, Education and Training References Committee, 1998,
p. 217) as being:
The term professional development covers a wide range of courses, seminars,
workshops and other forms of education and training. They can range in
length from a one off, one hour lecture to full post graduate courses. Some are
accredited and some are not. Some are run from central locations and attended
by teachers from many schools in the area. Others are school based and
focused on the staff of a particular school. Some are residential. They are run
by university education departments, government education departments,
subject and professional associations, and, increasingly by contracted private
providers. (p. 11).
Bellanca (1996) also provides a definition for professional development, stating that it
“is a planned, comprehensive and systemic program designed by the system, schools
(or districts) to improve the ability of all school personnel to design, implement, and
assess productive change in each individual and in the school organisation” (p. 5).
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However, do these definitions of professional development really cover all aspects of
a teacher’s learning? Where does the reading of a professional journal or book, or the
professional discussion with a colleague fit in these descriptions of professional
development? Armstrong (2000) maintains that “Teachers need to expand their
repertoire of techniques, tools and strategies beyond the typical linguistic and logical
ones predominantly used” (p. 38). However, are we then offering teachers, only
technical development and forgetting that they are professionals who are person
oriented in the role they play in the classroom? Teachers need to be offered and then
accept the responsibility of attending professional development in the area of the
performing arts – not only for the techniques offered, but for the opportunities to
explore and express those same feelings, emotions, experiences which in turn may be
offered to the students in their classes. MacNeill and Silcox (2006) argue “Schools
are places of learning and while students’ learning is seen as the core function of
schools, they must also be places of learning for everyone involved in the educative
process” (p. 12). According to the National Affiliation of Arts Education (2003) “The
Arts foster a strong sense of personal identity as a foundation for lifelong learning and
the best teachers are life long students” (p. 4). If this is true, then all teachers must be
given the opportunity to participate in professional development activities in
Performing Arts.
2.5.4 Professional Learning for Experienced Teachers
According to Whelan (2004) there is a difference between professional development
and professional learning and each is as important as the other. “Professional learning
refers to the development of professional expertise. Professional development refers
to the experiences or opportunities which develop that expertise” (p. 4). If we want
teachers who are effective and show expertise in the Arts, then it must be an
expectation of their professional practice that they attend professional development in
order to improve professional learning. Whelan (2004) states further: “Professional
learning is essentially about the development and growth of the individual. Its
ultimate intention is to create a positive impact on the person’s practice through
development of their knowledge, understanding, skills, capacities, beliefs, values and
attitudes” (p. 4). The Office for Standards in Education in England (OFSTD)
supports this notion as they believe that there is a continuing need for extensive in-
servicing and professional development for teachers in order to improve the quality of
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arts teaching in primary schools. Whelan (2004) maintains that “All professional
learning is aimed at extending and increasing expertise. Professional learning will
impact in the desired way on practice when individuals are able to make links
between the learning and their professional beliefs, and to take an active role in
identifying and pursuing such learning. An essential belief is that the learning will
provide student outcomes” (p. 4). Diaz, Donovan and Pascale (2006) maintain that
professional development in the arts will “enliven teaching, and enable teachers to
reach every child, motivate learning and authentically assess outcomes” (p. 1). ASME
(1999) also sees the need for teachers to be supported in their task of teaching skills
from different aspects of the arts “Generalist primary teachers should receive
adequate training, and have access to on-the-job support for the inclusion of music in
their classroom” (p. 10). Diaz, Donovan and Pascale (2006) are confident that
teachers
are convinced that they can’t sing, draw or move creatively, and although they
believe there is some inherent value in integrating the arts into their classroom,
they have no idea what it means or how they can possibly fit it into a teaching
day already filled to capacity with academic and administrative demands and
institutional accountability pressures. (p. 2)
Redsell (1993) maintains that the role of professional development is “empowering
individuals to feel confident about what they are doing. In order to help students,
teachers need to value their own ability as enablers who are capable of sharing
expertise” (p. 102). Dwyer (2002) argues that “As with their students, all teachers
are different. They struggle to meet needs, to cope, to make sense, to find fulfilment.
Each is on a developmental journey. How can they all be appreciated, supported and
challenged?” (p. 91). One way is to ensure that teachers receive adequate and
appropriate professional development, where “Every teacher will be challenged to
reflect more clearly on the professional task itself, to find meaning and purpose in it
and to bring together ideas and experiences in ways that make sense” (Dwyer, 2002,
p. 96). Bransford et al. (2000) state “Teachers are key to enhancing learning in
schools. In order to teach in a manner consistent with new theories of learning,
extensive learning opportunities for teachers are required” (p. 203). MacNeill and
Silcox (2006) endorse this argument and state further “Teacher learning is a key
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facilitating strategy in promoting a move to rebuild teacher professionalism through
collaborative practices” (p. 13).
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2.6 The Need for Performing Arts in the Early Years of Education
In all the curriculum documents written in Australia, the importance of the Arts is
noted and emphasized as being not only a key area of learning, but also essential to
the development of children. The New Zealand Government has gone one step
further, and stated its belief that all children have the right to be participating in
performing arts in school. The Ministry for Education in The Arts in the New Zealand
Curriculum (2000) states that all children
have a right to an education in the arts as part of their schooling. Arts
education enables students to generate ideas about themselves, their
experiences, and their environments and to express and communicate them in
a variety of artistic forms. It enables them to understand how and why
individuals, communities, and societies make art works and value the arts,
using them for a range of purposes. (p. 10)
This right should extend to the students in schools in Australia and in particular to the
group that are the focus of this study in the Northern Zone of the Catholic Diocese of
Ballarat.
2.6.1 Development of the Whole Child
Stirling (2003) suggests
The Performing Arts curriculum – music, drama, dance, audio and lighting
and media studies – is becoming an essential educational and lifelong learning
component in the stable of assets schools are providing for students and
members of their local community. (p. 49)
Children are sent to school to be developed in many ways – academically,
aesthetically, physically, emotionally, spiritually and socially, and the arts can be a
very proficient means by which to teach and cultivate these abilities in children. The
Queensland School Curriculum Council in The Arts Years 1 to 10 Syllabus (2002)
states
The Arts key learning area provides students with opportunities to identify,
value and extend their academic, personal and social capabilities by offering
multiple pathways to learning. By engaging and reflecting within arts
activities, students develop the skills and abilities needed to use processes that
contribute to their physical, cognitive, emotional, aesthetic, cultural, social,
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moral and spiritual development. In each of the Arts strands, students focus on
the use of their senses and develop breadth and depth in a range of learning
styles and modes of thinking. (p. 31)
If the arts are able to assist students in all these aspects of learning, then it is important
that every school develops and implements an arts program in the school. Charadia,
(1995) believes that all children have talents and it is the responsibility of the
classroom teacher to offer experiences that will help students discover and use these
talents. He states “If we are serious in our commitment to the education of the whole
person, we will provide integral and developmental Creative Arts education which
addresses each of these needs and promotes self discovery and acceptance” (p. 3). An
area of performing arts which should be emphasized in the early years of a child’s
education, is dance or movement. Children will learn to use the language of
movement expressively and creatively and they are assisted in their physical
development. Buck (1998) asserts that “Dance involves the communication and
expression of information, ideas, feelings and values through gesture and movement”
(p. 23). He also says that
It is important that educators in their rush to improve students’ literacy levels
remember to acknowledge dance as a literacy, that like reading and writing it
is a means of communicating, expressing, interpreting and valuing ideas,
information and feelings. (p.31)
A Statement on the Arts for Australian Schools (1994) provides a number of reasons
for students to study the arts in the early years of their schooling. These reasons
include students developing not only physical but thinking skills. They develop
capacities for expression and learn about themselves and their interaction with others.
Students learn to value, enjoy and respond to artistic experiences. Plato said
Musical training is a more potent instrument than any other (for education)
because rhythm and harmony find their way into the inward places of the soul,
on which they mightily fasten, imparting grace and making the soul of him
who is rightly educated graceful. (in Australian Society for Music Education,
1999, p. 5)
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2.6.2 Essential Learning
The Victorian Essential Learning Standards (VELS) emphasises the need for having
an effective arts program in schools. The Victorian Curriculum and Assessment
Authority has determined that the arts are one of the essential learnings in which all
children from years Prep to 10 must have the opportunity to participate. In the
Victorian Essential Learning Standards in the Discipline–based Learning Strand, the
Domain of the Arts (2005) it is stated:
The Arts are unique, expressive, creative and communicative forms that
engage students in critical and creative thinking and help them understand
themselves and the world. In every society the Arts play a pivotal role,
socially, economically and culturally. The Arts encourage the development of
skills and the exploration of technologies, forms and processes through single
and multimodal forms. They fuel the exploration of ideas that cross the gamut
of human emotions and moods through holistic learning using cognitive,
emotional, sensory, aesthetic, kinaesthetic and physical fields. (p. 4).
Children use movement, role play, rhythm and music to explore, interpret and better
understand their world, when given the opportunity by their teachers. Boyd (2000)
considers that “It is impossible to imagine a child’s life and being without the arts” (p.
1). Forrest (1999) reinforces this conviction “They touch so many aspects of life that
it would be almost impossible to ‘imagine life without the arts’” (p. 5). And again,
Bussell (1997) considers that “The arts are fundamental to the growth and
development of children as thinking, feeling human beings” (p. 5). If so many
researchers have come to the conclusion that the arts are important to the development
of young students, how then can there be a curriculum in our schools, that does not
include the performing arts?
Unfortunately, according to many researchers, including Geoghegan (1995) “The Arts
are the ‘minority’ subjects in education, and they suffer all the indignities of the
downtrodden – low status, neglect, poverty and powerlessness. They deserve better”
(p.1). Rabkin and Redmond (2006) concur “the arts survive at the margins of
education as curriculum enrichments, rewards to good students, or electives for the
talented” (p. 60). It is up to the teachers in the schools to try to overcome this
problem by utilising the arts in their classrooms.
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The teachers may decide to use them as a vehicle of learning in an integrated
curriculum, or teach them as discreet subjects, as this is also vitally important. Abbs
(1993) maintains “We believe that arts teachers have an educational responsibility to
develop among their students a greater awareness of the conventions, techniques and
exemplars of their own artistic discipline” (p.15). It is important that teachers make
the opportunity to teach specific skills in the areas of the arts, as these skills are
important for children to apply, as they employ the arts to aid learning in other areas
of the curriculum. Abbs (1993) further states “A reciprocity between critical
reflection and practical experience lies at the heart of the teaching of the arts and that
if we lose that, we may lose the very grounds of good judgement and, even worse,
miss entirely the existential challenge of all great art” (p. 17). Geoghegan (1995)
also suggests that it is important for teachers to ensure that their students gain specific
knowledge and skills about the different arts strands “The arts properly taught, are
basic to individual development since they, more than any other subject, awaken all
the senses - the pores of learning” (p.3).
Geoghegan (1995) further asserts that schools “are cultures for growing minds, bodies
and spirits, and the direction this growth takes is influenced by the opportunities the
school provides. The role of the Arts in enhancing individual, classroom and
community co-operation and learning” (p. 1), is paramount for many students and
schools. However, in a number of schools there is still a reluctance to give time to the
arts. Schools often see them as being activities for those in Kindergarten – the very
early years of a child’s education. Rabkin and Redmond (2006) maintain that “the
arts compete for a place at the education table with subjects that appear to make more
compelling claims for time and resources” (p. 60). All Primary schools, ought to be
offering successful arts programs in the early years of schooling. Boyd (1999) agrees,
maintaining that schools do not see the importance of the arts “as a child grows older
and enrols in school, the arts, which are the very heart of our culture, are undervalued.
They become less important and less understood in educational contexts” ( p. 1).
Charadia (2003) reasons that the performing arts “are the language through which we
can explore and express our dreams and our dreads, our joys and anxieties, our
hungers and our hopes, our discoveries and our understandings” (p.7). It is often
through performing arts that children have the opportunity to explore their
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imagination and create and present new ideas to classmates and other audiences. They
also have opportunities to develop thinking skills and solve simple problems through
arts activities. Boyd (1999) asserts that “Participation in the arts requires creative
processes such as imagination and inventive problem-solving which are logical and
rational, thinking strategies. Engagement in the Arts is more than ‘hands on, minds
off’ activity and the community and schools must see it as such. Involvement in the
arts (creative life) includes thinking skills.” (p.4). Rabkin and Redmond (2006)
maintain that “arts integration, (is) an instructional strategy that brings the arts into
the core of the school day and connects the arts across the curriculum” (p. 1). They
also considered that “Low performing students in these programs consistently defied
teachers’ expectations as they found pathways to success through the arts that had
eluded them in conventional classrooms” (p.1).
Many believe that performing and visual arts should be taught in Primary schools as a
contribution to the creative aspect of education. Collet (2002) states “The pendulum
of curriculum change must be allowed to swing back to where arts education can take
its place as core curriculum” (p. 12). Pascoe (1998) declares “The arts are no longer
the so-called ‘frills’, the extra curricular: they are at the heart of the curriculum for all
students because they enable us to better understand the complexity of human
behaviour and imagination as well as rehearse and explore ways of living in an
increasingly changing technological society” (p. 53). However, in the National
Review of School Music Education. Augmenting the diminished. Pascoe et al. (2005)
reveal
The Review heard of a range of perceptions about music education, the most
damaging of which is that music is not a core part of the curriculum, but
instead, a ‘frill’; some see it is as extra curricular and non-essential or only for
those with gifts and talents in music. This persists in the face of extensive
research and feedback that highlights the value of music education for all
students. (p. 107)
Although research tells us how important music and the Performing Arts are to the
overall development of children, many teachers still believe that they are extra
curricular activities.
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In his paper regarding school effectiveness over the past twenty years, Townsend
(2002) states “Literacy, numeracy, vocational education and technology became the
buzz-words of the decade and subjects not closely linked to the economy went into
decline. The arts, music, history, geography and physical development were left
largely to individual schools, parents or students that wished to pursue them” (p. 4).
If teachers and schools do not implement the arts, but leave them to outside and after
school sources, then many students will not have the opportunity to explore and be
involved in the many skills that are pursued through the Arts. Geoghegan, (1995)
states “Arts education must be seen as more than entertainment, a hobby, or an after-
school pursuit” (p.3).
2.6.3 Communication
The Arts can be identified as a form of communication as they have the capacity to
convey ideas and feelings and to represent experience. Pascoe (1998a) says that they
“reveal symbols, forge connections and help prepare students for life” (p. 31). Boyd
(1999) maintains that “young children's first attempts to communicate ideas and
feelings are through one or more of the arts forms. A simple gesture is captured in
dance, a mood is expressed through music, an idea is painted on paper and a response
is mimed” (p. 1). Children need to experience the arts, particularly the performing
arts, to ensure the development of the whole child. Simpson (2002) insists “The arts
are fundamental resources through which the world is viewed, meaning is created and
the mind developed” (p. 5). Although in many school curriculum documents arts
forms are often used in interrelated ways, each has its own characteristics and body of
knowledge, and each makes its own distinctive contribution to learning.
In all cultures the arts provide important ways of expressing and representing ideas,
emotions, values and spiritual beliefs and as such are grouped as a key area of
learning and human activity. The arts are experienced through the direct use of the
senses and engage both feelings and the mind. They share a special capability of
penetrating to the very core of human existence. They have the potential to deal with
every aspect of life from the most light-hearted and humorous to the most disturbing
and profound. In the Primary school, the arts can assume a particular significance as
learning can be both in and through the arts. When properly handled, they can be
enjoyed in their own right and for their own sake, but can also permeate other areas of
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the curriculum with greater relevance and meaning. They can make a most effective
contribution to the personal and social education and development of the children, and
have an unusual potential to improve the whole school environment. In England, the
Crowther Report (1959) declared “The arts are not the flowers, but the roots of
education” (cited in Calouste Gulbenkian Foundation, 1980, p. 3).
2.6.4 Well-Being of Children
Participation in the arts gives students motivation and enhances their desire to learn.
Emmitt (1999) believes that “Young children in particular strive to make sense of
their worlds through many kinds of representation: dramatic play, dancing, singing,
drawing, talking and writing” (p. 17). Stefanakis (1999a) deems that music
“contributes to students’ sense of self and community and helps shape and contribute
to cultural identity” (p.56). Mecca (2003) claims that the arts are a wonderful asset,
for helping teach children the values which many adults believe are vital in today’s
society. “There are many ways to teach lessons; certainly drama is one of the best. By
incorporating acting, music, visual arts, communication skills and, most importantly,
fun” (p. 7), children develop social competence. Boyd (1999) feels “The Arts value
fun, spontaneity, originality - they salute the unpredictable and the immeasurable;
they challenge and reflect on the indefinable; and bask in the convoluted; they revel in
nuance, value the kaleidoscope of viewpoints and de-construct social conventions and
codes” (p. 10). If schools implement arts in the early years of a student’s learning,
then they are giving the student many opportunities to develop skills and strengths
that will assist them throughout their schooling and later lives. The well-being of
some children will not have the chance for further development if they are not given
the opportunity to participate in the arts. A student’s self-worth will be low, when
they do not have the chance to succeed in an aspect of their learning which for some
is the only source of demonstrating success. Crawford (2004) maintains “The goal is
that each child will find a favourite option at least once during the day, and over time,
all students will have the opportunity to lead with their strengths. By integrating the
arts, we allow children to play on all their strings” (p. 7).
In Curriculum Framework the Arts Learning Area Statement (1998) it is stated that
Students develop self-discipline, goal setting and a capacity to complete given
tasks within deadlines. The arts therefore promote a sense of self-confidence
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and personal satisfaction. Through them, students develop a sense of
themselves as individuals with something to share with others. They also
work collaboratively through, for example, music or dance ensembles. (p. 76)
When the well-being of children in early years is being considered, then teachers need
to offer many opportunities for children to explore and express their feelings. When
children need to work with other members of the class to develop social skills, then
the arts are an excellent means through which they can develop these concepts.
Dance, drama and music are approaches through which children can explore ideas and
demonstrate opinions, or notions, about the world in which they live. Parnell (2002)
argues that “The arts are emerging as a powerful force in the wellbeing of young
people” (p.6). Stoll, Fink and Earl (2003) emphasise the importance of the arts as a
means to express our emotions and our thoughts as they report on research from the
National Advisory Committee on Creative and Cultural Education (United Kingdom)
in 1999
The Arts are concerned with understanding and expressing the qualities of
human experience. Through music, dance, visual arts, drama and the rest, we
try to give form to the feelings and perceptions that move us most as human
beings; our experiences of love, grief, belonging, and isolation, and all of the
currents of feeling that constitute our experience of ourselves and others. (p.
12)
With this understanding of the importance of the Arts in a child’s development, is it
then feasible for a school to plan a performing arts program that will run for the four
weeks before the annual school concert? Are schools allowing students to truly
understand and express their feelings if the outcome of the program is performance
only and not the exploration needed to depth a child’s life experience.
In Catholic schools, the Arts have been seen as important usually as part of Religious
Education. However, the Congregation for Catholic Education (1988) believes that
“Literacy and artistic works depict the struggles of societies, of families and of
individuals. They spring from the depths of the human heart, revealing its light and
its shadows, its hope and its despair” (para. 60, p. 49). Therefore, children should be
given every opportunity to not only learn about, but participate in the Arts during their
primary years of schooling.
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2.6.5 Links to Other Curriculum Areas
Research over the past few years has determined that the arts are actually an important
way to assist students in developing many skills – not only in the arts, but in the areas
of communication, thinking and problem-solving. Teachers and schools have the
responsibility to follow up this research and implement arts programs in the early
years of a child’s education. Boyd (1999) states “The school generally, and arts
educators in particular, recognise that the arts assist with the development of high
level skills such as the student's ability to handle complexity and ambiguity, problem-
solving, communication skills, self-discipline and team work” (p. 2). The importance
of arts education to children, highlighting links between music and mathematics,
dance and reading, drama and language development has also been the basis for much
research. Bonbright (2000) believes that “Disciplines of math, science, language arts,
history, geography, civics and other subjects are experienced in and through the arts”
(p. 1). Burton, Horowitz and Abeles (1999) concur “The arts are neither ancillary nor
core, but rather that they are participants in the development of critical ways of
thinking and learning” (p. 44). Barrett (1999) tells us that “An education in and
through the arts should provide students with the habits of mind necessary to make
explicit, interpret and critique their world-view, and the role the arts play in
constructing that view” (p. 2). Hopkins (1999) declares that “Music training
conditions the brain to do tasks similar to those it has to do when working on math
problems” (p. 2). The Arts are an important aspect of learning in other curriculum
areas classroom teachers should be encouraged to utilise the arts in their everyday
programming and teaching.
Geoghegan, (1995) states that “Using the Arts to expand awareness and create new
environments is unlike the traditional classroom approach, in which only the
intellectual proclivities of students are elicited and recognised” (p. 3). It is imperative
that children have the opportunity to explore many skills and ideas, not just the
academic areas of English and Mathematics. It is important that the children in
primary schools are given the opportunity to encounter the many cognitive, physical,
social and emotional experiences offered in the area of the arts. If schools focus only
on linguistic or mathematical skills, many students are being ‘short changed’, as they
are not being encouraged to develop the other skills and intelligences that each person
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possesses. Crawford (2004) asserts “When we use the arts to get the work of the
curriculum done, we soften the hard line that is so often drawn between play and work
and increase the possibility of joyful learning” (p. 8). When the Curriculum and
Standards Framework was introduced in Victoria in 1995, Crampton (1995) came to
the conclusion that “as a Key Learning Area the arts must now be included within all
children’s education from P – 10, theoretically at least the Arts occupy an equal place
with the other Key Learning Areas” (p. 12).
2.6.6 Cultural Links
Stefanakis (1999b) maintains that “the arts permeate every culture on earth. We know
they have for more than thirty thousand years, because we have evidence. The arts
fulfil fundamental needs. If they didn’t – they would cease to exist” (p. 20). When
schools implement an arts program in the early years of schooling, then they are
encouraging children to explore the culture of the community in which they live.
They are given the opportunity to explore the culture of their own family and to
express their knowledge and understanding of this culture through presentations in the
arts. According to the Victorian Essential Learning Standards (2005) “The arts
allows students to create and critically explore visual culture, performances in
contemporary and traditional genres” (p. 4). The statement also outlines the
importance of schools planning and implementing performing arts programs to allow
children the opportunity to explore the diverse cultural gifts in the community: “These
programs reflect the cultural diversity of students and school communities. By their
very nature, the Arts nurture cultural understanding” (p. 4). Children are given the
chance to communicate to those around them all they feel about the culture and
community from which they come. Stefanakis (1999b) feels that “Through the Arts,
humans experiment, explore, express and communicate knowledge, ideas and
understandings and have done so forever. It is knowledge which is often unproven
fact, but it is truth nonetheless. Keats’ truth. A deep sense of knowing” (p. 23).
Geoghegan, (1995) concurs with this thinking, as she feels that the Arts have “the
ability to educate the imagination, improve the sensibilities, increase awareness, and
provide peak experiences” (p. 1).
With research telling us that the arts are important for children’s development in so
many areas – then it is the responsibility of teachers and educational institutions to
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raise the status and quality of Performing Arts education and implement arts programs
in the schools, whether they are discrete arts forms, or as part of the integrated
curriculum offered in Primary schools.
2.7 Role of the Teacher in Learning and the Artistic Process
2.7.1 Traditional Role of Teacher
The role of the teacher has changed over past years. No longer are they the holders of
all knowledge who impart it to their students, but rather they are now seen as
facilitators of learning with all the responsibilities that go with the role. During a
Papal visit to Australia in 1986, Pope John Paul II, in his Address to the teachers in
Catholic Education, stated:
The life of a teacher, as I know from personal experience, is very challenging
and demanding, but it is also profoundly satisfying. It is more than a job, for it
is rooted in our deepest convictions and values. To be intimately concerned in
the development of a young person, of hundreds of young people, is a highly
responsible task. As teachers you kindle in your students a thirst for truth and
wisdom. You spark off for them a desire for beauty. You introduce them to
their cultural heritage. You help them to discover the treasures of other
cultures and peoples. What an awesome responsibility and privilege is yours
in the teaching profession. (Pope John Paul II, 1986, Address on Catholic
Education, Melbourne).
This statement from Pope John Paul II, highlights the responsibilities and duties of
teachers in Catholic Schools in the Diocese of Ballarat. However, he is not the only
one who articulates the great task that has been given to those who choose to teach.
Many who observe teaching and its role within society, realise the great responsibility
that is laid upon teachers. Many researchers (Armstrong, 1997; Bloom, Madaus &
Hastings, 1981; Paterson, 2004; Reimer, 2003) acknowledge that teachers have more
than one role to play within the learning environment. No longer is it accepted that
teachers ‘fill empty vessels’ - their students. Teachers are guides and examples to the
young people in their care. Teachers are those who encourage their students to
continue a great journey – the journey of learning, a journey that should never ceases,
as the students are encouraged and shown how to be ‘life-long-learners’. Often it is in
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the education sphere that students are initially introduced to the Arts. Frequently it is
the teacher within a classroom who encourages the student to explore, to engage in, to
enjoy and to learn through the Arts. Bishop Geoffrey Robinson (1993) states “The
vocation of all teachers is to make their students free – free to grow, to learn, to act, to
dance, to play, to give themselves to others, to live and to love” (cited in Charadia,
1995, p.3). Reimer (2003) argues
The role of the teacher is ubiquitous in all human societies, for a culture
cannot survive if it is not transmitted to future generations. In an informal
sense all humans, at least on attaining adulthood, play the role of teacher in
some manner and under some circumstances…common to all teaching is the
core requirement that decisions be made as to how to effectively influence
students to acquire desired learnings. (p. 228)
2.7.2 Role of Teacher Today
Bloom, Madaus and Hastings (1981) maintain that the main function of education has
changed over the last few decades - “Education throughout the world has for many
centuries emphasized a selective function. Much of the energy of teachers and
administrators was devoted to determining the students to be dropped at each major
stage of the education program” (p. 2). Current thinking is, that “Quite in contrast to
the notion of using schools for selection purposes is the view that education has as its
primary function the development of the individual” (p. 2). Paterson (2004) takes this
belief a step further, as she feels that “Education has an important role to play in
developing an informed, confident and stable society” (p. 32). As a result of the
changes in thinking about education and schooling, Bloom et al. (1981) state that “it is
evident that the schools and the teachers must learn to work in new ways“ (p. 3).
Further more, they feel that teaching methods must undergo noticeable change if they
are to be suitable for the new responsibilities placed upon the teachers and schools.
The differences in traditional teaching methods and the pedagogy of today is
important for teachers to realise and then where necessary change, as seen in Table
2.1. When determining standards for the teaching profession in 2000, the Standards
Council stated “Teachers are part of a child’s future: teachers are the people to whom
children are entrusted every day” (p. 1). In the current Statement of Principle for the
teaching profession of Victoria, (2003) the document states that teachers “are
committed to the learning and well-being of the students they teach” (p. 1). It is
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therefore the responsibility of the teachers themselves to ensure that they are
knowledgeable about current teaching thinking and practice, as it is being made
evident through much of the recent research, that ‘Teachers make a difference.’ It is
also important that teachers know what they ‘do not know’, as Palmer (1998) believes
that “knowing myself is as crucial to good teaching as knowing my students and my
subject” (p. 2). It is suggested that teachers, to enhance their own knowledge of the
Arts, plan appropriate lessons which will develop further skills and learning. Eisner
(2002) maintains that “The lessons the arts teach are not only for our students, they
are for us (teachers) as well” (p. 8).
THE TEACHER’S ROLE
TRADITIONAL CLASSROOM TODAY’S CLASSROOM
 Dispensing information
 Performing for and entertaining passive
students
 Rewarding and punishing
 Preparing for standardised testing
 Marking workbooks and testing for
student recall
 Emphasising teacher-student and student-
material interaction
 Planning experiences that foster transfer
of learning
 Helping students learn how to learn
 Developing students’ responsibility
 Promoting active learning
 Facilitating student self evaluation
 Encouraging mastery of skills and
understanding of concepts
 Extending participation, fostering
advanced thinking
 Building group skills
 Balancing teacher–to–student, student–
to–material and student- to–student
interactions.
Table 2.1 The Changing Role for Teachers
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According to Armstrong (1997) “The challenge for teachers now and in the future is
going to be to create coordinated and integrated learning opportunities for students.
As we learn more about the process of learning and use this to integrate our responses
to a rapidly changing world, teaching is becoming a process of facilitation of effective
learning rather than simply the transmission of accepted, imposed, compartmentalized
curriculum” (p.4). With this philosophy comes the need for purposeful planning and
implementation of a curriculum based on concepts rather than an inflexible program
of study.
2.7.3 The Generalist Classroom Teacher
Crampton (1995) considers that
The Arts as a conglomerate of disciplines, has seemed somewhat daunting to
many curriculum planners in terms of what to offer. Teachers, particularly
those who have had a generalist training with little opportunity to engage in
the arts, feel uncertain about whether they need to teach all the arts. Some
may work within specific art forms and lack confidence in an area for which
they have had little preparation. (p. 12)
Pateman (1991) proposes that it is not surprising that the generalist teachers do not
implement the Performing Arts thoroughly. He suggests that greater importance is
placed on linguistic and the mathematical curriculum. The inadequate training offered
to teachers, adds to a feeling of insecurity in their abilities to implement the
Performing Arts (p.19). Deverell (1995) concurs with this belief, observing that
“Many teachers... tend to avoid or ignore the Arts in their teaching or, worse still,
confuse art with entertainment, regarding arts activity, like play, as a non-serious past-
time and therefore to be accommodated only on the fringe of the curriculum” (p.18).
The Australian Society for Education through Arts, (1995) reported that
The most common obstacle to effective Arts teaching in the primary school is
a lack of confidence among teachers, combined with - or resulting from - a
feeling that they themselves are not artistic. As a result, through no fault of
their own, there is a strong impulse to marginalise the Arts in their teaching.
(cited in Boyd, 1999, p. 7)
However, Geoghegan, (1995), is of the opinion that “Whether through drama, dance,
music or visual art, art educators have the capacity and the responsibility to work
toward a cross-disciplinary approach that will help ensure that every child in every
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school feels the tingle of truthful engagement that a holistic approach to education can
bring“ (p. 1). Bonbright (2000) adds to this concept with the proposal that
“Disciplines of math, science, language arts, history, geography, civics, and other
subjects are experienced in and through the arts” (p. 1). Paterson (2004) adds to this
suggestion “Many successful international education programs are realising the role
of the arts in developing the potential for growth in their cognitive and emotional
intelligence” (p. 32).
2.7.4 Teacher Needs
As has been considered earlier in this chapter, the image of the teacher in a single role
of instructing, organising and supervising is no longer a true image. The teacher
today has multiple roles to play with a focus on the interaction between student,
teacher and knowledge. Teachers today are facilitators of knowledge, it is their role to
teach their students how to learn, to reflect upon their learning and show them where
to find the information they need. Bloom et al. (1981) state that “Education for us is a
process which changes the learners” (p. 5), and “if the role of education is to produce
changes in learners, then someone must decide what changes are possible and what
are desirable” (p. 5). Hancock and Comber (1987) believe that
Teachers are their own best experts. Teachers can learn from documenting
and reflecting on their own practices and from understanding each other’s
decision making and teaching experiences. Learners, whether children or
teacher, develop when they have models of what is possible, when their
learning environment is predictable and supportive, when they have
opportunities to work with their peers and when they have some say in what
they will work on. (p. v)
Therefore the teachers are the ones who should be exploring the changes needed in
today’s education. Palmer (1998) maintains that “Good teaching requires self-
knowledge: it is a secret hidden in plain sight” (p. 3). Stronge (2002) emphasizes that
“Effective teachers continuously practice self-education and self-critique as learning
tools. Reflective teachers portray themselves as students of learning” (p. 20).
Teachers need to be responsive to the students’ learning needs and flexible in their
ability to move in and out of roles – usually within the same lesson. These roles
within the classroom include the ability to initiate activities and motivate students
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with a high degree of skill. Stronge (2002) states “The teacher’s enthusiasm for
teaching, learning, and for the subject matter has been shown to be an important part
of effective teaching, both in supporting positive relationships with students and in
encouraging student achievement” (p.18). He also feels that “Effective teachers use a
wide variety of strategies to interact with students” (p.17). Furthermore, teachers
should build a sense of cohesion and community within the class group. Stronge
(2002) maintains that
Teachers who are aware of their own style of interacting with their students
are able to provide a more favourable learning environment for all students.
Through social interactions with students effective teachers are able to
individually, realistically, and successfully challenge each and every student to
succeed. (They) continually demonstrate respect and understanding, along
with fairness regarding race, cultural background and gender. (p. 17)
2.7.5 Helping Students Learn
Planning a relevant and purposeful program is vital for the teacher who wants
students to participate in their own learning. As teachers plan a variety of strategies
and have students develop and use many of the higher order thinking skills and
processes. Stronge (2002) highlights the need for thinking skills in the classroom.
“Effective teachers stress the importance of higher mental processes, such as problem-
solving techniques, analytical thinking skills, and creativity. These skills allow
students to relate their learning to real-life situations” (p. 44). Negotiating
participation and expectations with students will allow and encourage students to be
responsible learners who may even develop a predilection for and enjoyment of their
own learning -”By finding a way to motivate a student to learn, a teacher contributes
to a student’s evolving attitude toward a particular subject or activity. In other words
the teacher can bring out the best in that student“ (Stronge, 2002 p. 18).
As teachers foster independence in students they encourage them to be accountable
for what and how they learn. Coil (1996) believes “When students are given choices
in classroom assignments, they feel a sense of ownership in the tasks they are to do”
(p. 14). Stronge (2002) suggests that “Motivating students consists of making
students receptive to and excited about learning, as well as making them aware of the
importance and value of learning itself” (p. 18). Providing instructions in a range of
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situations such as individual, small group and whole class, caters for the various
learning styles that can be found in the students in any classroom. By offering a
number of different learning activities based on the different learning styles, the
teachers are not only acknowledging that students learn in different ways, but also
giving them the opportunity to develop their favoured learning style further and to
improve learning styles that are not favoured by them. Stronge (2002) maintains that
”Teachers who successfully employ a range of strategies reach more students because
they tap into more learning styles and student interests. They also can use different
strategies to ensure that concepts are well understood. Flexibility and adeptness with
a variety of teaching strategies contribute to teacher effectiveness“ (p.43). However,
implementing various strategies and giving students many opportunities to learn does
not ensure that they will learn. Students need to know that teachers are presenting
these many and varied activities, because they believe in the students themselves and
truly want them to learn, they need to know that the teachers care about the students
themselves. Coil (1996) states that “We can be technically excellent, effective and
efficient in our teaching, yet never make a difference in the lives of our students and
how they are developing as people. Something more is needed, that undefinable
emotional element that makes teaching an art, not a science. I call this the HEART of
teaching” (p. 8). Others, who review teachers and their effectiveness, also believe that
teaching is more than implementing a scientific approach to the task of assisting
others to learn. The Catholic Education Commission of Victoria wrote in its policy
Curriculum, Assessment and Reporting for Catholic Schools P -12 (1994) that
“Effective teaching and learning will occur when each person’s dignity and
individuality is affirmed and when the curriculum provides opportunities for students
to grow in knowledge and understanding of themselves and the world around them”
(p.3). They also state that “The curriculum in the Catholic school will provide a
teaching and learning program which fosters in all students experiences of success as
well as a sense of power and control over their learning” (p. 2). Stoll, Fink and Earl
(2003), assert that “Teachers need to learn how to read the emotional responses of
those around them and create emotional engagements and bonds with and among
pupils. Emotional understanding requires teachers to be responsive to pupils’ varied
cultures, and ready to involve their families and communities in lifting learning to
higher levels” (p. 79). Rabkin and Redmond (2006) believe that the Arts are one way
of helping children develop their own emotional understanding. They make comment
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about the Arts that “Their emotional content is part of what makes them cognitively
powerful” (p. 63).
Ensuring the success for all students is the role of the teacher. By implementing
strategies that will support this contention, for example activities that involve the Arts,
the teachers will assist many of their students to develop self worth through success.
Paterson (2004) contends that for students “the sensation of successful achievement
has lasting results as students learn that education can be a challenging and rewarding
experience. Intrinsic motivation builds confidence and strength in an individual’s
character which will last a lifetime” (p.33). Rabkin and Redmond (2006) maintain
that “In arts-integrated classrooms, work more often clearly and meaningfully
connects to students’ own experiences and feelings” (p. 62), and this is another
important means of building student self-worth through success.
Bloom et al. (1981) state that “The professional growth of teachers is dependent on
their ability to constantly improve their teaching and their students’ learning”. (p. 6)
They also believe that “most teachers can learn new ways of teaching students and
that, if they will make the appropriate effort, most can help their students attain a
great variety of education objectives” (p.8). Palmer (1998) says that “We must enter,
not evade, the tangles of teaching so we can understand them better and negotiate
them with more grace, not only to guard our own spirits but also to serve our students
well“ (p. 2). However, Redsell (1993) stresses that “Teachers need to feel they are
not alone in their development of the arts in schools” (p. 102).
2.7.6 Teacher Knowledge and Skills
As research continues into how learning takes place, teachers need to ensure that they
are knowledgeable about current practice. It is up to the teachers to deepen their
knowledge and understandings about learning styles, learning modalities, various
intelligences, brain-based learning, higher order thinking, inquiry based planning and
integrated curriculum to name only a few of the many pedagogical ideas and
strategies that are currently in use in classrooms within the Education system. Perry
(1996) maintains that
Those working with learners should be aware of the learner’s preferred
learning style, so that they can provide learning contexts where the learner is
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best able to learn and as well provide contexts where the learner is supported
in strengthening less preferred styles. (p. 1)
As adults who can generally work in any learning style, but have a style of preference
or strength, it is the responsibility of teachers to assist students to identify their
strengths, and weaknesses, and over time assist them to develop and become
competent in working in all styles. Perry (1996) considers that
Teachers working in this way (learning styles) are now more able to approach
planning for effective learning as they understand that students prefer to work
in different ways. They also understand that they can plan to give learners
success in their preferred styles as well as acknowledging that they should
plan for teaching in a way that supports learners in their less preferred styles.
(p.4)
As it is important that students develop skills in utilising their learning styles, become
independent learners, problem solvers, creative and critical thinkers and still meet
academic outcomes, then teachers need to ensure that their students have the
opportunity to explore all of these aspects through the disciplines of the Arts. To do
this, teachers should implement the Arts not only as disciplines but as tools to assist
students in their learning. Bonbright, (2000) states that
Over the decades, more and more dance educators were trained in the creative
and artistic processes in dance (creating, performing and analysing dance) that
were founded in problem-solving techniques, critical thinking skills,
deconstruction and reconstruction, critical analysis, comparative and
evaluative analyses, and so forth, as well as in cultural, historical, social and
artistic contexts of dance. (p.2)
This should also apply to the Performing Art strands of Music and Drama.
Butler (1995) argues that teachers have a responsibility to consider what they are
offering to students when he states “As educators, you are entrusted with the care of
children’s minds, bodies, hearts and spirits, and are asked to honor, genuinely, the
many dimensions within each child in both your words and actions” (p. 1). With this
philosophy on the role of the teacher, then we must teach with the needs of each child
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in our hearts and in our minds as we plan curriculum that is meaningful and relevant
to each child.
2.8 Role of Catholic Education System, State and Commonwealth
Education Departments
2.8.1 Education Systems
Ewing (2003) expresses his belief that
The Australian education system has been slow to acknowledge the
importance of Arts in children’s learning. Arts experiences are often still
regarded by some parents and teachers as soft options, ‘fill ins’ or something
to be relegated to Friday afternoon. Teachers must provide opportunities for
collaborative, expressive, physical, moral, spiritual and cultural explorations
and responses to learning tasks alongside those that are linguistic or
mathematical. In addition, there has been little professional development
available for teachers wishing to develop their understanding of Arts teaching
in primary schools. (p. 12).
Stefanakis (1999b) supports this claim in her concern about the Australian
community’s understanding and appreciation of our culture. “The Arts contribute so
much to the definition of culture and they have been completely undermined in this
country” (p. 25). She maintains that if we want our society to recognize the value of
the Australian culture, which is composed of the many cultures that make up our
communities, then we need to educate our children in and through the arts. Stefanakis
(1996b) maintains that “If it does not start happening in schools, it will not happen at
all, and if it does not start happening in the Arts in schools it will not happen” (p. 26).
In The Religious Dimension of Education in a Catholic School (1988) it is stated “The
increased attention given to science and technology must not lead to a neglect of the
humanities: philosophy, history, literature and art. Since earliest times, each society
has developed and handed on its artistic and literary heritage“ (p. 164). Why then if
there is the belief that the arts are so important, are government educational bodies
and system educational bodies not insisting on more time being given to them in the
school timetable? As has been discussed in earlier sections, each of the states and
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territories has produced curriculum documents and each includes a statement on the
Arts being essential.
2.8.2 Curriculum
In 1989 the State, Territory and Commonwealth ministers of education approved ten
general and established national goals for schooling in Australia. They created
statements in eight areas of learning in order to provide a framework for curriculum
development by educational systems and schools. These statements were meant to
encourage innovation and experimentation so that students would have a positive
experience in each of the learning areas. It was agreed that each state and territory
would have the responsibility of publishing these statements, for example A Statement
on the Arts for Australian Schools (1994) and then distribute the materials which had
been developed through national collaborative processes.
As discussed earlier the Curriculum and Standards Frameworks (CSF) was first
introduced by the Board of Studies Victoria, in 1995. There are eight Key Learning
Areas (KLAs) in the CSF. In the foreword of the CSF (1995), the KLAs were seen as
a “relevant and useful tool with which Victoria’s schools can continue to deliver high
quality education” (p.8). A revised version of CSF was instituted as CSF II in 2000 by
the Victorian Curriculum and Assessment Authority (VCAA). In 2005 VCAA
introduced the Victorian Essential Learning Standards, a series of documents which
describe what is essential for all students to achieve from Prep to Year 10 in Victorian
Schools. Again the Arts were seen as essential disciplines to be taught to the children,
with dance, drama and music being linked as Performing Arts in the early or
foundation years. VCAA envisage that schools will be able to use this new
framework to plan teaching and learning programs, including assessment and
reporting of student achievement and progress across sixteen domains. This study is
investigating literature on the importance of the performing arts in primary education,
particularly in the Catholic system. If the system follows the recommendations of the
Church and the Commonwealth and State educational organizations it would support
schools in implementing Performing Arts programs.
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2.8.3 Catholic Education Commission of Victoria
The Catholic Education Commission Victoria (CECV) in its statement Guidelines for
Curriculum in the Catholic School P-12 (1994b) maintains “The Catholic School, as
part of the Catholic sector, is in partnership with the State and Commonwealth
Governments as they exercise their responsibility to the general community to provide
a suitable education of a high standard” (p. 5) It is further stated in Curriculum,
Assessment & Reporting for Catholic schools, P-12 (1994a) “Governments carry out
their responsibilities to the general community by ensuring that schools are well
resourced and that children receive a suitable education of a high standard” (p. 6).
These partnerships between Catholic Education and the Government did not begin
until the early 1960s, as Catholic schools did not receive any funding from either the
State or Commonwealth Governments before this time. According to O’Brien (1999)
“as a result of events during this period, Catholic education in Australia achieved a
unique status when compared with other countries throughout the world. About eighty
percent of its operating costs are now received from governments with virtually ‘no
strings attached’” (p. 2). O’Brien continues “No other country in the world has the
degree of non-interference by government which has been achieved in Australia” (p.
2). However things have changed a little over the past years with the governments of
both State and Commonwealth placing demands of specific curriculum, assessment
and reporting on schools if they wish to continue to receive funding. At the time, the
fact that schools received funding from the Commonwealth government was seen as
an amazing occurrence, as the Education Acts of the 1870s specified that “all schools
be free, compulsory and secular” (O’Brien, 1999, p.2). During the 1870s funding
from the government had been withdrawn from church schools in an endeavour to
stop them trying to convert students to their religion, or so the Protestants thought the
Irish Catholics were doing. The Catholic Bishops response to the Act was to establish
their own schools. The history of the establishment of these schools in the Ballarat
Diocese has been considered in the introduction to the study. Again O’Brien (1999)
states “By the 1960s the Anglo-Saxon Protestant establishment became more tolerant,
realising also that the Catholic political organisation was useful in keeping it in
power” (p. 2). There was still a great deal of opposition towards the granting of funds
to the Catholic, schools as “these schools tended to exclude non-Catholics while state
schools did not” (O’Brien, 1999, p. 3).
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The CECV has acknowledged in their curriculum policy statements, that all schools
within the system are responsible for implementing curriculum that is appropriate and
of a high quality with the support of the government provided resources. In the
contemporary educational language that means curriculum that is seen as essential
and the arts definitely come under that heading. Stefanakis (1999b) argues “All
KLAs, including the Arts, provide students with skills and knowledge which help
them enter the work force. They are there to help people access life’s fundamentals
and as such they are all equally fundamental aspects of education” (p. 26). So much
can be learned through and in the arts to assist in developing important skills, attitudes
and values in today’s children – tomorrow’s adults. The CECV (1994) states that in
Catholic schools, the curriculum “provides a distinctive educational vision, and is
carried out in a spirit of service to our students” (p. 1). This means that the
curriculum is there for all students, not only those who are literacy or mathematically
adept, but for the many where the arts are the areas in which they demonstrate
knowledge, skills and confidence in themselves. This is how we serve all our
students. It is expected that every Catholic school will implement a curriculum that
will not only
ensure the attainment of basic and essential knowledge and skills (but will)
assist each student to develop his/her full human potential while providing for
the common needs of the group and educate students for continuing education,
training and work. (CECV, 1994b, p. 2)
2.8.4 Diocesan Catholic Education Office
Each of the four Catholic dioceses in Victoria has its own Catholic Education Office
(CEO), which is responsible for assisting schools in the Diocese with implementing
curriculum, offering professional development to teachers and aiding in the general
running of the schools. According to Bellanca, (1996) “The role of the Catholic
Education Office is to support schools as they move towards implementation of
government expectations” (p. 7). The Melbourne Catholic Education Office was
established in 1932 by Archbishop Mannix, who even though he established the office
never intended that it should manage an education system (O’Brien, 1999). After the
death of Archbishop Mannix, it still took a number of years before CEO Melbourne
was able to make decisions about the way schools in the Archdiocese were being run
and how they were educating the children.
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As mentioned above, one of the roles of the Catholic Education Office is to offer
professional development in all areas of teaching and learning and the curriculum
disciplines, and of course this includes the performing arts. OFSTED (1998) asserts
“There is a continuing need for substantial in-service training in order to improve the
quality of arts teaching in primary schools” (in Hennessy et al., p. 54). There have
been a number of changes to curriculum over the past decade and teachers need
assistance to keep abreast of the changes. Bellanca (1996) maintains “The need for
teachers to expand their knowledge has become more important than ever” (p. 11).
She continues
At no other time in history have the demands for change so pressured schools.
Now is the time to begin the change journey – the journey from outdated
practices toward the goal of systemic change through professional
development. (p. 54)
The current Catholic Education Office, Ballarat endeavours to support teachers in the
schools through this journey of change, with the employment of a number of
Curriculum Advisers and Education Officers. These personnel are responsible for
working with teachers in the discipline areas of the curriculum and now in the
interdisciplinary and personal development areas of VELS, as well as information
technology.
Personnel have been given the time and the encouragement to produce support
resources for teachers in Performing Arts. Dance, Drama, Music (1997) and Keep
Performing (2001) by Hamilton and Crowe, were designed to give generalist teachers
simple strategies by which they could give children many quality experiences in the
Performing Arts. The current Director sees the importance of the Arts in learning, as
three of the staff are either Visual or Performing Arts ‘experts’. Although they have
roles other than the Arts, mainly in Teaching and Learning, and implementing the
VELS, these people never cease to stress the importance of the Arts in the schools and
in a child’s all round development.
Another role of the Catholic Education Office in any Diocese is to negotiate funding
for the schools within the diocese with State and Federal Governments. Blee (2003)
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states “Although never seriously in danger of losing State and Federal funding, they
(CEO) have seen the level at which they are funded eroded, and have had to fight hard
to demonstrate the special status of many of their schools, particularly those in rural
communities and in areas of high population movement” (p. 167). In 1981 the
funding for children in Catholic schools was 58% of the cost of educating a child in a
state school. Of this funding 36% came from the Federal Government and 22% from
the State Government. The parents in the Catholic school had to raise the remainder
of the money needed to run the school and educate their children. Blee (2003) writes
“In 2003 Catholic Schools in Victoria receive 56% of their income from the Federal
Government and only 16% from the state government which is the lowest
contribution to Catholic Education of all the states in the Commonwealth” (p. 167).
Again the shortfall is made up by parents having to pay fees and fundraising efforts.
The amount of money the CECV has to spend on each child within the Catholic
Education system in Victoria is 83.2% of what is spent on each child attending school
in the state system.
Much of the funding from the governments, other than for teachers’ salaries and some
building projects, is aimed at implementing Literacy, Numeracy and Information
Technology programs. No specific funding for teacher development in the Arts
comes from the government bodies.
The Ballarat Catholic Education Advisory Committee was established in 1969.
Members of this committee were selected parish priests, representatives of the various
religious congregations who were running schools in the diocese and, according to
Blee (2003) “the newly appointed Supervisor of Schools… who was the only lay
person on the committee” (p. 155). During 1970 the committee was “given the
power to devise policy and make decisions about Catholic Education in consultation
with the Bishop who retained the right of veto in all matters” (Blee, 2003, p. 155).
This committee was the communication channel between schools and the national and
state Catholic education bodies. It was also responsible for ensuring that teachers in
Catholic schools were qualified. In the Ballarat Diocese there was only the one
Catholic Training College and that was not large enough to cater for the number of
lay teachers now needed. It was suggested that the now Catholic Education Office,
close the facility and all teachers go to the Melbourne Catholic Training Colleges.
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However, the Training College was instead moved to a larger sight and is now the
Aquinas campus of the Australian Catholic University (ACU). It is at Aquinas and St.
Patrick’s, the Melbourne campus of ACU, that many of the teachers in the Diocese of
Ballarat are currently being, or have been, educated. The University offers a pre-
service teacher training course that follows the guidelines discussed in the earlier
section of this study, on ‘Teaching the Teacher’, plus the required Religious
Education component necessary for teachers in a Catholic school in the Diocese of
Ballarat.
2.8.5 Leadership in Schools
The CECV believes that much of the responsibility for student’s successful learning
lies with the leadership of the Principal. The CECV (1994b) states that
Effective teaching and learning cannot take place without the support of the
school. Leadership support is crucial in establishing a positive environment
where organisational arrangements are responsive to the needs of students and
staff. These structural decisions provide the framework which makes learning
possible. (p. 4)
Therefore the responsibility for ensuring that teachers are current in their practice also
lies with the principal. They should not wait until the Catholic Education Office, or
indeed the Department of Education and Training, organises the necessary
professional development to facilitate teachers’ coping with the current changes in
education and for that matter in the way professional development is being
implemented, as outlined in a previous section. Bellanca (1996) believes that
“Change in professional development does not have to wait for the heavens to open
with commands and mandates issued by a ‘higher authority’. It is a basic principle of
systemic change that any small modifications are enough to begin the change
journey” (p. 47).
2.8.6 Funding
It can be difficult to plan and facilitate professional development and indeed programs
for implementation in the area of Performing Arts when much of the school funding is
put towards Literacy, Numeracy, Science and Information Technology. With the cost
to schools of sending teachers to professional development in these areas, for the cost
of employing extra teachers to ensure small class sizes in these areas and indeed in the
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cost of the resources needed, especially in information technology, then it is
understandable that other disciplines are not getting the financial support that they
need. However, with the information being given as a result of the research that is
being instigated around the world, can primary schools really afford to see the
performing arts as a ‘second rate citizen’ and not put time, effort and financial
resources into this discipline?
In this chapter the literature regarding the Performing Arts in the Early Years of
education and the important role they play in the overall development of the child, has
been reviewed. The theme of teaching and learning, including the principles of each
and the different learning styles of children were discussed. Integrated Curriculum
and how the Performing Arts is an important component of this process in assisting
children to make connections in their learning was investigated. The disciplines of
the Performing Arts (Dance, Drama and Music) and their place in Religious
Education and other curriculum areas were also reviewed. As a result of the literature
review, the definition of learning as being a process leading to the development of
intellectual, physical, social, emotional and spiritual skills , knowledge and values
needed by children to make meaning of the world around them, was determined.
Studies on the important role played by the teacher, the significance of pre-service
teacher education and continuing professional development for experienced teachers
were examined. Literature regarding the roles of the Catholic Education System,
State and Commonwealth Governments in providing necessary resources to support
the implementation of Performing Arts in the Early Years of a child’s education was
also explored. In the following chapter different research methodologies and the
process followed in this study will be explored and explained.
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CHAPTER 3
RESEARCH FRAMEWORK
In Chapter 3 I will present the research process undertaken in this study. The
different research methodologies will be discussed, as will the methods used in this
research and the suitability for this project.
3.1 INTRODUCTION
The Webster Dictionary (1978) defines research as “diligent search and inquiry;
scientific investigation and study to discover facts” (p. 314). Glesne and Peshkin
(1992) state “Dictionaries define research as a careful and diligent search” (p. 4).
Barone and Eisner (1997) maintain “The primary aim of all research is to further
human understanding” (p. 85). Dictionary.com (2006) states that research is a
“Scholarly or scientific investigation or inquiry”. The investigation being undertaken
in this study is to determine if teachers in the Northern Zone of the Catholic Diocese
of Ballarat implement the Performing Arts strand of the Victorian Essential Learning
Standards (2005), or the Curriculum and Standards Framework II (2000), and if they
are teaching these areas of Dance, Drama and Music, then how is it being done. In
order to ascertain this information there are a number of other questions that will need
to be answered. Knowing that Dance, Drama and Music are the disciplines of the
Performing Arts is not enough, it also has to be clarified which aspects of these
disciplines are important in the all round education of children in the early years of
education – the years from Prep to Year 4. It is anticipated that as a result of the study
it will be determined what the requirements of the classroom teacher are to be able to
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put into practice high quality strategies and activities for the teaching of these
disciplines. Another aspect of the study is to establish what support teachers are
currently receiving and what they need from Catholic Education to help them achieve
this standard.
The research will entail using a variety of techniques which are both thorough and
tested tools of research, as I work to encapsulate the intricacies of the school and
classroom situation being studied. Crotty (1998) argues that
We should accept that, whatever research we engage in, it is possible for either
qualitative methods or quantitative methods, or both, to serve our purposes.
Our research can be qualitative or quantitative, or both qualitative and
quantitative, without this being in any way problematic. (p. 15)
This concept can be reassuring to a researcher who is working in a situation where the
thoughts and ideas of subjects are as important as the numbers of those who have the
same, or similar, thinking. Crotty (1998) suggests
We acquaint ourselves with the various methodologies. We evaluate their
presuppositions. We weigh their strengths and weaknesses. Having done all
that and more besides, we still have to forge a methodology that will meet our
particular purposes in this research. (p. 14)
According to Glesne and Peshkin (1992) “The research methods we choose say
something about our views on what qualifies as valuable knowledge and our
perspective on the nature of reality” (p. 5).
As research is about collecting and analysing data in relation to a particular problem
or question, from a specific group of people, then whether it is qualitative or
quantitative research is not the issue, but rather which methods suit the problem,
group of people and data to be collected as well as suiting the particular skills of the
researcher. Leedy (1993) seems to agree with this comment “The researcher soon
learns that the nature of the data dictates the research methodology that must be
employed in the processing of those data” (p. 185). Neuman (1997) concurs
“Qualitative and quantitative styles of research differ in several ways, but in other
ways they are complementary” (p. 327). Glesne and Peshkin (1992) suggest “They
also rely (explicitly or implicitly) on a theoretical framework and are concerned with
rigor” (p. 5). Whichever method or combination of methods is utilised, the research
117
itself must be meticulous in its implementation. Glesne and Peshkin (1992) assert that
“Unlike quantitative inquiry, with its pre-specified intent, qualitative inquiry is
evolutionary, with a problem statement, a design, interview questions, and
interpretations developing and changing along the way” (p. 6). This understanding of
qualitative research is one that appears most relevant to my perception of the study
being undertaken.
As qualitative research is usually used in areas of education, psychology and social
sciences, samples are usually small and methods used are interviews, questionnaires,
participant observation and interpretation of gathered data by the researcher, then I
believe that much of my research will utilise tools from qualitative research. As the
researcher I will endeavour to understand the variety of opinions and observations of
teachers in the different settings and circumstances of the classrooms and schools in
the Northern Zone of the Catholic Diocese of Ballarat. Creswell (1998) believes that
“Qualitative researchers approach their studies with a certain paradigm or worldview
[author’s highlight], a basic set of beliefs or assumptions that guide their inquiries.
These assumptions are related to the nature of reality (the ontology issue), the
relationship of the researcher to that being researched (the epistemological issue), the
role of values in a study (the axiological issue), and the process of research (the
methodological issue)” (p. 74).
Crotty (1998) maintains that to justify the methodologies and methods employed in
research then it should be planned as a process under four headings or elements as
“they can help to ensure the soundness of our research and make its outcomes
convincing” (p. 6). These headings are 1) Research Methods; 2) Research
Methodology; 3) Theoretical Perspective; and 4) Epistemology.
1) Research Methods. In this section the researcher describes the techniques
and procedures which will be utilised. The methods undertaken must be
described as explicitly as possible using as much detail as possible.
2) Research Methodology. This is the section where the plan of action is
described. It is in this section that our choice and use of specific methods and
the links that will be made to a desired conclusion comes together, as the
research design.
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3) Theoretical Perspective. It is in this section that the philosophical stance
that underpins the method chosen for the research is explained. It is here that
we clarify how it provides a framework for the method and establish the
reason and criteria.
4) Epistemology: “In this section we need to identify, explain and justify the
epistemological stance we have adopted” (Crotty, 1998, p. 8).
Dictionary.com (2006) defines epistemology as “The branch of philosophy that
studies the nature of knowledge, its presuppositions and foundations, and its extent
and validity” Another definition from the same source is “the philosophical theory of
knowledge”. It becomes the conduit through which we position our understanding or
knowing. In other words according to Crotty (1998) “How we know what we know”
(p. 8). The epistemology which will be appropriate for this study, I believe, is
constructionism. Crotty (1998) states “Constructionism is the epistemology that
qualitative researchers tend to invoke’ (p. 9). He further defines constructionism as
“all knowledge, and therefore all meaningful reality as such, is contingent upon
human practices, being constructed in and out of interaction between human beings
and their world, and developed and transmitted within an essentially social context”
(p. 42). As this research is being implemented within an educational setting, then it is
appropriate to use this epistemological perspective, as we draw together and build
upon the knowledge of the teachers in schools.
According to Kafai and Resnick (1996) constructionism “Is both a theory of learning
and a strategy for education. It builds on the ‘constructivist’ theories of Jean Piaget,
asserting that knowledge is not simply transmitted from teacher to student – but
actively constructed by the mind of the learner” (p. 6). Papert and Harel (1991) argue
“The simplest definition of constructionism evokes the idea of learning-by-making”
(p. 4). Guzdial (1997) maintains “Constructionism is more of an educational method
which is based on the constructivist learning theory” (p. 2). As I am studying how
teachers and children utilise the Performing Arts in their learning and thus make
meaning, then according to the researchers, constructionism should be the
epistemology chosen for this research. Crotty (1998) further confirms this opinion
“According to constructionism, we do not create meaning. We construct meaning.
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We have something to work with. What we have to work with is the world and
objects in the world” (p. 44).
3.2 Research Methodology
Crotty (1998) states “In a very real sense, every piece of research is unique and calls
for a unique methodology. We, as the researcher, have to develop it” (p. 14). In this
research it has been difficult to be explicit about the exact methodology to be used.
There are many models of qualitative research and much literature about each of
them. Ethnographic, phenomenology, case study, grounded theory (Miles &
Huberman, 1994; Creswell, 1998; Crotty, 1998) to name but some, and to determine
the exact style, in this case, is proving problematical.
3.2.1 Qualitative Research
I have chosen to use a qualitative research approach in my study, as according to
Janesick (2000) “good qualitative research design turns on the use of a set of
procedures that are simultaneously open-ended and rigorous and that do justice to the
complexity of the social setting under study” (p.379). Denzin and Lincoln (2000)
describe qualitative research as “a situated activity that locates the observer in the
world” (p. 3). Glesne and Peshkin (1992) state that “Qualitative researchers seek to
make sense of personal stories” (p. 1) and this is what I am endeavouring to do as I
determine why Primary school teachers are so hesitant about implementing the
Performing Arts in their classrooms. Janesick (2000) states that “qualitative
researchers have open minds, but not empty minds. They formulate questions to guide
their studies, but those questions are under constant revision and are continually
taking new shapes” (p. 384). Patton (2002) maintains “qualitative researchers are able
to bring their personal insights and experiences into any recommendations that may
emerge because they get especially close to the problems under study during
fieldwork” (p. 217).
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Qualitative research is designed in an holistic way. It looks at the ‘big picture’ which
is important when completing a study concerned with school or educational
circumstances. Miles and Huberman (1994) maintain a “feature of qualitative data is
their richness and holism, with strong potential for revealing complexity; such data
provide ‘rich descriptions’ that are vivid, nested in a real context, and have a ring of
truth that has strong impact on the reader” (p. 10).
Within the research I am trying to gain an understanding of the whole classroom
situation – not to prove something, but to determine the different reasons why an
important part of a child’s education, the Performing Arts, is not being implemented
within Primary school classrooms. Patton (2002) states that “Purpose is the
controlling force in research. Decisions about design, measurement, analysis, and
reporting all flow from purpose. Therefore, the first step in a research process is
getting clear about purpose” (p. 213). Janesick (2000) agrees with this statement as
she contends that the qualitative researcher begins with the question
What do I want to know in this study? This is a critical beginning point.
Regardless of the researcher’s point of view, and quite often because of that
point of view, the researcher constructs and frames a question for inquiry. (p.
382)
Crotty (1998) argues that we must be certain that we, as researcher know
What, then, is the aim and what are the objectives of our research? What
strategy seems likely to provide what we are looking for? What does that
strategy direct us to do to achieve our aims and objectives? In this way our
research question, incorporating the purposes of our research, leads us to
methodology and methods. (p. 13)
Glesne and Peshkin (1992) maintain that both quantitative and qualitative researchers
use similar strategies to achieve their purpose “They state a purpose, pose a problem
or raise a question, define a research population, develop a time frame, collect and
analyse data, and present outcomes” (p. 5). The purpose of this study as has been
stated, is to determine ‘How the teachers in the Catholic Diocese of Ballarat
implement the Performing Arts strand of the Victorian Essential Learning Standards
(2005) or the Curriculum and Standards Framework II (2000)’.
The secondary questions which I will endeavour to answer as a result of the study are:
 What are the necessary components of a Performing Arts program?
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 What is the role of the Arts in teaching and learning in the early years of
schooling?
 What training is offered to generalist teachers who are expected to
implement the Arts strand (particularly the Performing Arts), in their
classrooms?
 What support is given to the implementation of the Arts (particularly the
Performing Arts) at school and Catholic Education Office levels?
Janesick (2000) maintains that
Qualitative researchers accept the fact that research is ideologically driven.
There is no value-free or bias-free design. Early on, the qualitative researcher
identifies his or her own biases and articulates the ideology or conceptual
frame for the study. By identifying one’s biases, one can see easily where the
questions that guide the study are crafted. The researcher owns up to his or
her perspective on the study and may even track its evolution by keeping a
critical reflective journal on the entire research process and the particular role
of the researcher. (p. 385)
As I have a personal and professional interest in the performing arts and what I
believe they can do to assist in the development both physically and cognitively is a
strong bias in this research. With many years of involvement in each of the
performing arts strands, and nearly as many years teaching the performing arts, I
believe that teachers have the responsibility of implementing this area of the
curriculum, and I maintain that they are capable of doing so to a greater or lesser
degree. Within my role as Education Officer I instigate professional development in
the area of teaching and learning with a particular emphasis on the utilisation of the
performing arts. My understanding of and belief in, an integrated approach to
curriculum implementation means that I am often working with teachers and
informing them of simple yet effective ways of using the performing arts to assist in
children’s learning. As many do not have confidence in their ability to participate in
these activities themselves, they are shown ways of giving children experiences in the
performing arts, and what skills children should be taught. I also have a role in
teaching pre-service teachers how to implement performing arts in their day to day
122
teaching. With this particular bias in mind, I have to be careful not to interpret the
information or data gathered from participants in the research.
3.2.2 Practitioner Research
This bias and personal involvement leads me to the question is this research
practitioner (or insider) research? Practitioner research is a form of research that,
according to Brown (2002) is a growing phenomenon and is “research that is carried
out by practitioners, relating to their practice and which is situated within a
community of practice” (p. 5). Smyth and Holian (1999) state “insider research is
different, not better or worse than other forms of research, but is concerned with
questions that cannot be tackled as effectively by more traditional forms of research.
The focus is on changing and enhancing the organisation in which the researcher
works and the researcher’s practice in that organisation” (p. 2). Pereira (2000)
maintains “Practitioner research is a reflective practice used to investigate and
improve teaching” (p. 1). Shaw (2002) asserts that
Practitioner involvement in research and audit – evaluation, research,
development, or more general inquiry that is small-scale, logical, grounded,
and carried out by professionals who directly deliver those self-same services
– is embraced across a wide range of professions as an essential ingredient of
good practice (p.3).
One of those professions is found in the primary classroom – the profession of
teaching.
According to Cockley (1993) “The primary goal of practitioner research is to improve
practice through better understanding” (p. 3). Practitioner research is “conducted by
people involved in the situation, not outside observers” (p. 3). This means that the
researcher is acquainted with not only the program that is being studied, but those
involved in implementing or participating in the program.
As practitioner-researchers we don’t try to create the pure environment
necessary for conducting experimental research. We draw from what we have
experienced – our programs and classes, and our knowledge and experiential
background with them. (p. 4)
Cockley continues “The primary goal of practitioner research is to improve practice
through better understanding” and it “is valid because it is grounded in real life
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situations” (p. 5). The study that is being undertaken is based on real life situations -
the real life of the early years in Catholic primary schools in the northern zone of the
Diocese of Ballarat. Whitehead and McNiff (2004) maintain as practitioner-
researchers “each of us aims to generate our personal educational theories to show
how we are doing so through our contributions to the education of social formations
in our own settings” (p. 2). They further state “We are contributing to sustainable
forms of global understanding through education” (p.2). Smyth and Holian (1999)
state
The researcher who researches their own organisation can offer a unique
perspective because of their knowledge of the culture, history and actors
involved. They also face issues of credibility both within their own
organisation and when reporting their research findings to an external
audience. (p. 1)
As stated, this has proved to be both a strength and a limitation in this study. As the
researcher, there were times when it became difficult to remain objective when
observing and discussing the role of the performing arts in the education of children in
the early years. Smyth and Holian (1999) continue their discussion: “Those who try
to solve practical problems with others in real situations can effect change to improve
things and at the same time learn how to enhance their own practice” (p. 1). Again
this statement proved to be accurate, as the researcher gained much to add to her own
practice. By using practitioner (or insider) research many practical problems can be
solved. Smyth and Holian (1999) maintain that
It forces us to ground our work in everyday issues as those involved
experience them, it confronts us and others with our assumptions, perceptions
and their impact, it enables us to learn, reflect and act and it insists that we
engage with what and who we are curious about. Above all it is about
learning and making a difference – in our case about ourselves and others in
organisations and how our practices might be more effective. (p. 2)
As a result of being a teacher I had an understanding of the happenings in a
classroom, I knew how pressured teachers can be to implement so many curriculum
areas and therefore had the trust of those with whom I was working. Being perceived
as ‘an expert’ due to the role I have also meant that teachers were prepared to discuss
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not only the positives of implementing the performing arts, but also the negative
aspects and ask for assistance in overcoming some of the difficulties. This lead to a
number of informal interviews and therefore accessed information I may not
otherwise have gained.
3.2.3 Action Research
According to Kemmis and McTaggart (1988) “Action research is an approach to
improving education by changing it and learning from the consequences of changes”
(p. 22). This study has aspects of action research, where I am endeavouring to
improve the education of children in the early years by encouraging teachers to
change their thinking about implementing Performing Arts activities. Cherry (1999)
maintains that “Action research has the potential to create powerful learning for all
parties” (p. 10). It is hoped that all who are participating in this study will gain
greater knowledge about the importance of the Performing Arts and develop the
necessary skills, knowledge and attitudes to implement them in their classrooms.
Action research is spiral in its implementation. After collecting information about the
research question, the researcher usually comes to a conclusion from which an action
is created. This new action is then reflected upon to see if it is the ‘right’ answer.
Another action could be a result of this reflection and so action research continues in a
spiral. Cherry (1999) maintains that “During the action research cycle, experience is
continually recycled; earlier experiences and data are revisited in the light of
accumulated data; new action is planned in the light of what went on before, and all
experiences are systematically reviewed and evaluated” (p. 1). Kemmis and
McTaggart (1988) support this statement “Action research develops through the self
reflective spiral: a spiral of cycles of planning, acting, (implementing plans),
observing (systematically), reflecting … and then replanning, further implementation,
observing and reflecting” (p. 22). In their continuing research Kemmis and
McTaggart (2000) continue to uphold this belief “The stages overlap, and initial plans
quickly become obsolete in the light of learning from experience” (p. 595).
Cherry (1999) maintains that “Sometimes we are called to the action, invited, told,
persuaded to undertake it. Sometimes we are passionate about doing something and
go searching for a client or clients with whom to do it” (p. 17). The latter would be
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the case in this study, as the researcher is passionate about the implementation of the
Performing Arts in the early years. I believe that young children need to have many
experiences of the Performing Arts to ensure their overall development.
I do not consider that this action research is concluded, as there are still many actions
and reflections to take place. This study presents the findings to date and the action
research process will continue. At times the teachers were hesitant about
implementing actions, as they were not confident in the knowledge they had. It was
at this point that I needed to implement the professional development modules to
assist teachers develop the necessary skills and knowledge. Cherry (1999) asserts
“The learning work then becomes one of knowledge-sharing and creating the
environments in which learning for self and others can happen” (p. 24).
Kemmis and McTaggart (2000) state that “Action research aims to set in motion
processes by which participants collectively make critical analyses of the nature of
their practices, their understandings, and the settings in which they practice” (p. 592).
Cherry (1999) takes this thinking further “Out of these processes of exploration comes
several ways of knowing. We can simply validate the knowledge and practice of
others: apply it in a place and time and context that is not significantly different from
the way they did it” (p. 23).
Throughout the research I maintained a number of diaries and journals, of the
documentation work completed with the schools. I also read a significant number of
articles, attended conferences and even presented workshops and papers at
conferences. It was from this work that a number of the ideas for professional
development were created. The informal discussion with teachers and older students
were also noted, and these jottings were the basis for much of my thinking. Kemmis
and McTaggart (1988) articulated the need to maintain such a journal “as you go into
action, you should be monitoring what is happening closely. If you don’t collect data
as you go, you will be deprived of a solid basis for later reflection and re-planning”
(p. 78). These journals, with the responses to questionnaires and interviews led me to
the conclusions presented at the end of this research.
126
3.3 Research Methods
After the proposal for this research was accepted and the necessary approval from the
Faculty Human Research Ethics Committee was gained (Appendix 1), decisions as to
how this research was to be implemented were finalised. In order to gather initial
information concerning the implementation of the Performing Arts in Catholic
Primary Schools in the Diocese of Ballarat, I decided to formulate a questionnaire
which would be distributed to all teachers in the Primary Schools of the Northern
Zone (Appendix 2). This sample of teachers was chosen, as there was variety in the
size of the schools in which they taught, and as a researcher I had easy access to these
teachers as a result of my current employment. I decided upon using a questionnaire
as the initial data gathering tool, due to the distance between schools, and also it is a
simple non-threatening tool for teachers to complete. The questionnaire establishes
for the study participants, the theme of the project. The data collected enabled me to
determine where I needed to ‘draw out’ some members of the project through a
precisely planned interview. It is within the parameters of the interview that
information is disclosed and this allowed me to improvise and search for more critical
events or actions that have determined the pathway followed by interviewees. Glesne
and Peshkin (1992) maintain that “Qualitative researchers depend on a variety of
methods for gathering data. The use of multiple-data-collection methods contributes
to the trustworthiness of the data” (p. 24). Through my reading of a number of
curriculum documents, the completion of questionnaires and interviews by
participants in the study, I anticipated receiving data that was valid and would
contribute to new thinking about the importance of performing arts in early years of
schooling. According to Janesick (2000) “Qualitative researchers use some
combination of participant observation, interviews, and documents analysis” (p. 384).
Janesick (2000) argues that “Simultaneous with formulating the question that guides
the study, the qualitative researcher needs to select a site and develop a rationale for
the choice of the site” (p. 384). Glesne and Peshkin (1992) agree with this concept
“you must decide where to conduct the study, who the study’s participants should be,
what techniques to use to gather data. And how long to spend in the field” (p.21). The
decision about which schools to invite to be part of the study was easy, they were the
schools with which I was currently working, and I felt that it was important to involve
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all teachers and principals in the schools. I wrote to the Director of Catholic
Education, Ballarat, to gain approval for implementing the research in the Schools of
the Diocese (Appendix 3). Upon receiving his permission (Appendix 4), I spoke to
the Principals of the Northern Zone of the Diocese of Ballarat. After speaking to the
principals of the schools at their network meeting and explaining and outlining what
the study was about, I was pleased to receive support for the study from all schools. I
followed up this initial information with a letter to each Principal (Appendix 5) The
decision about techniques for gathering data was also relatively simple, due to the
long distances between schools and the place where I lived. As I wished to involve
all teachers, the use of a structured questionnaire was again an uncomplicated
decision, as I was hoping for a high percentage of return of questionnaires.
3.3.1 The Questionnaire
According to Charles (1995) the survey, or questionnaire, tends to be broad in range,
but not as personal as the interview. Leedy (1993) agrees that the questionnaire is an
impersonal way to collect data and “Because of this impersonality associated with the
questionnaire, we need to be governed by several practical guidelines when
employing it as a tool in survey research” (p. 187). With the questionnaire, the
respondent is often asked to respond using pre-selected choices from the investigator.
If questions are open-ended, some respondents will have a different interpretation of
the question than does the research person. The use of close-ended questions makes it
easier for those analysing the data collected, to record and evaluate the survey results,
but often restricts important information that is being sought. Gay (1996) states “A
structured item consists of a question and a list of alternative responses from which
the respondent selects” (p. 256), the argument continues “An unstructured item
format, in which the responder has complete freedom of response is sometimes
defended on the grounds that it permits depth of response…the disadvantages of this
approach generally outweigh the advantages; subjects often provide information
extraneous to the objectives of the study” (p.256).
I chose to use a series of close-ended questions with multiple choice responses. This
would allow for easier input of the data onto a data base. I also included some
questions requiring the use of the ‘5 point Likert Scale’ for teacher responses. The
Likert scale is based on a five point scale, where respondents are required to circle, or
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mark, a set of attitude statements created on a continuum. Although usually a
quantitative research tool, it is useful in this study, as it is an instrument composed of
statements that permit responses from ‘strongly agree’ to ‘strongly disagree’.
According to Charles (1995) a scoring system can be used that assigns values to the
categories which can make it easier for later analysis of the data.
To guarantee that data gathered is linked to the objectives of the study, Gay (1996)
stresses that “Each question should deal with a single concept and be worded as
clearly as possible; any term or concept that might mean different things to different
people should be defined” (p. 256). Leedy (1993) affirms this concept “What may be
crystal clear to you may be meaningless jargon to another person” (p. 187). The
questionnaire had to be designed with careful thought and be quality tested, so that
they would fulfil a specific research objective. Gay (1996) also contends that the
researcher needs to “Avoid leading questions which suggest that one response may be
more appropriate than another. Second avoid touchy questions to which the
respondent might not reply honestly” (p. 257).
When planning a questionnaire, the researcher must think of those being asked to
complete the task. Gay (1996) maintains that “As a general guideline, the
questionnaire should be as attractive and brief, and as easy to respond to, as possible”
(p. 256). Charles (1995) supports this “the instrument should be uncluttered and
pleasing to the eye” (p. 107). Leedy (1993) suggests that questionnaires be brief and
consistent in language and presentation. Cohen, Manion and Morrison (2000) agree
reminding the researcher that they need to be aware of the “features of the
questionnaire itself - the ease of completion, time to be spent, sensitivity of the
questions asked, length of the questionnaire” (p. 128). Charles (1995) is of the same
opinion that the questionnaire should contain relatively few items, directions should
be simple and responses easy to make. Gay (1996) also asserts that questionnaires are
more efficient as they require less time, are less expensive and therefore allow for
collection of more data from a larger sample. Leedy (1993) maintains that “Poorly
designed questionnaires usually result in poor data quality” (p. 191). So the design of
the questionnaire is important. It is equally important for the researcher to ensure that
the questionnaire can be understood by the respondents, so a pilot questionnaire
should be given to a small group of respondents who will not be involved in the final
129
research, but who come from a representative sample group. A trial of this
questionnaire was given to teachers who were a representative sample group, in a
school in the central Zone of the diocese, to determine that questions were easily
understood.
Questionnaires have an advantage over interviews as they can be anonymous. There
are many respondents who will complete a questionnaire candidly, if they are
confident that they will remain unknown to the researcher, according to Cohen et al.
(2000) “it tends to be reliable; because it is anonymous, it encourages greater
honesty” (p. 129). Charles (1995) also asserts that “Questionnaires are used to obtain
information from informants who cannot be interviewed personally because of
distance or time constraints” (p. 175). This is an issue and a limitation in this study
as the schools are of some distance from my home, and to interview teachers after
school hours, is imposing upon their personal time. The questionnaire was therefore,
a valid choice of instrument for this research.
There are of course disadvantages with using questionnaires in research, often there is
a low return rate, sometimes respondents do not understand the questions and when
the researcher is not available to answer, then responses may not give required results.
If only closed questions are used, results may not be authentic and if only open
questions are prepared then respondents according to Cohen et al. (2000) “may be
unwilling to write their answers for one reason or another” (p. 129).
To ensure that questionnaires are completed and returned, Hudson and Miller (1997)
suggest that a number of strategies be utilised. They include:
 the sending of stamped, self addressed envelopes when posting the initial
questionnaire,
 following up the non-return of questionnaires with phone calls requesting
the return of the document,
 outlining the importance of the questionnaire and the subject that is being
investigated, to those answering the questions
 forwarding an invitation to follow up the questionnaire with an interview
so that respondents can offer a more detailed response. (p. 104)
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With the questionnaires sent to the teachers, I included a plain language statement
(Appendix 6) stating who I was and what the questionnaire was about and why I was
asking them to complete the questionnaire. As part of gaining approval for this
research, I had submitted an ethics approval application, which was approved and
permission to implement the research was given. Based on these approvals, I assured
the participants that respondents would remain anonymous and that all responses
would only be used as part of this research project. Teachers were also invited to
participate in an interview if they wanted to expand their responses.
The questionnaire distributed, was divided into five sections, with each section having
a number of components. Section one was planned to determine background
information of the respondent teachers. They were asked to supply data about their
age and gender, as well as when and where they had gained their initial teaching
qualifications. Teachers were also asked about which subject they had majored in,
whether they had received training in the areas of the Performing Arts, and whether
they had continued to study and gain further qualifications.
Section two was designed to determine if the schools where respondents were
teaching, had documentation about the Key Learning Area, the Arts. Teachers were
asked if their schools had specialist teachers for the Arts and other areas of the
curriculum, or if the classroom teacher had the responsibility of implementing a
Performing Arts program. If the teachers were teaching Performing Arts themselves,
then how long and how often were the lessons, and why was the teacher taking these
classes. A number of responses were given from which the teachers could choose
their replies.
The third section of the questionnaire dealt with the use of the Performing Arts with
other Key Learning Areas. Teachers were asked how and with which of the KLAs
they utilised or integrated the Performing Arts. Again teachers were able to select
from a number of responses. Part of this section of the questionnaire also asked the
teachers about their perception of the importance of the Performing Arts and which
element in particular they found was important in their own teaching.
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Section four required teachers to respond to questions about the Performing Arts
resources available in the school and their own utilisation of these resources. The
fifth and final section of the questionnaire was designed to determine the skills and
confidence each teacher believed they had when it came to implementing Performing
Arts in their teaching programs. As a smaller element of this section the teachers
were asked to respond to a number of questions about professional development in the
area of the Performing Arts.
3.3.2 Sampling
According to Patton (2002) “Qualitative inquiry typically focuses in depth on
relatively small samples” (p. 230), and “There are no rules for sample size in
qualitative inquiry” (p. 244). In this study, purposeful sampling or the use of
information rich cases was instigated. Again, Patton (2002) states “Purposeful
sampling focuses on selecting information-rich cases whose study will illuminate the
questions under study” (p. 230). The chosen schools and the teachers who worked in
them, were seen to be an informed group who could well represent the teachers and
schools throughout the whole of the Northern Zone of the Catholic Diocese of
Ballarat.
The time line for the distribution and collection of the questionnaires was to be
completed within six months (Table 3.1). Questionnaires were distributed to schools
and then collected during my travelling around the Zone. Those schools that had not
completed the questionnaires in the specified time were given reminder phone calls
and emails. For those who still had not returned completed questionnaires, a phone
call to the deputy principal of the school was made and I again travelled around the
Zone to collect completed questionnaires. The six month deadline stretched into nine
months, before all information was collated and put into the computer. The analysis
of the data took longer than anticipated, so the specified times were not adhered to as
closely as had been planned.
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DATE ACTION
Pilot
Questionnaire
distributed
April
2001
The questionnaire was distributed to a representative sample
group of teachers in a school in the Central Zone. Teachers
completed and returned the questionnaire with comments re.
easiness of completion.
Contact with
Principals
May
2001
Contact was made to school Principals of the Northern Zone
in mid 2001. To ensure that the questionnaires would be
distributed and teachers encouraged to complete them, I
spoke to the Principals of the schools at their Zone Principal
meeting, explaining the study that was being undertaken and
described the potential value of the study. All Principals
were happy to support the study and agreed to speak to their
teachers at a local level, within their Staff meetings.
Questionnaire
distributed to
schools
June
2001
The questionnaires were hand delivered to each school.
Stamped self- addressed envelopes were included and
members of school staffs were informed that I would be
happy to collect the questionnaires as I travelled around the
zone in my normal work. Some Principals agreed to give
time at a staff meeting for teachers to complete the
questionnaires.
Questionnaire
collected from
schools
July
2001
As I travelled around the zone I collected the questionnaires
that had been completed. I encouraged the posting of those
that had not been completed due to no time at a staff
meeting, a teacher being absent on the day of staff meeting
and other reasons.
Reminders sent
to those who
did not return
questionnaires
– email/phone
call
July
2001
Two weeks after my initial collection I emailed and phoned
the Principals of the schools where teachers had not
completed the questionnaire. These were usually the larger
schools in the zone where there were a number of Teachers
employed in the school.
Another phone
call to Deputy
Principals to
follow up
August
2001
When there were still a number of questionnaires
outstanding, I spoke to the Deputy Principals at a meeting
that they were attending – this proved to be of some
assistance with the bigger schools, as I received more
completed questionnaires after that meeting.
Data entered
into program
The data collected from the questionnaires was put into the
computer. As I was learning how to use the program this
took some time.
Data analysis
to determine
interview
questions.
January
2002
Data was analysed and where there was not sufficient
information for the study, then interview questions were
planned and interviews with selected principals and teachers
were organised.
Table 3.1. Timeline for Distribution and Collection of Questionnaires
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3.3.3 The Interview
The data collected from the questionnaires did not give enough information as to why
some teachers were not implementing the Performing Arts as detailed in curriculum
documents. I decided therefore, that I needed an expansion on the responses to some
of the questions through the use of another research instrument, the interview. The
openness and one-to-one probing questions which can be developed within the
interview, should assist in gaining the deeper knowledge and understanding that
questionnaires are not able to deliver. Therefore, I interviewed a cross-section of
teachers and principals in both small and larger schools across the Northern Zone.
These teachers were selected randomly, some as a result of their willingness to be
interviewed, as stated on the questionnaire, and others because of their position in the
school.
The interview was designed with thirteen questions included in five sections
(Appendix 7). I needed further information on the programs being implemented
within the schools and how the school offered different experiences to their students,
involving people in the professional arts and within their own wider community. I
was also interested in determining the importance of the Performing Arts in primary
schools through budgeting and the role of co-ordinators. Further information on
professional development was another sphere of interest, as the responses from the
questionnaires were of concern in this area. The fourth section of the interview was to
do with assessment and the follow-up feedback to students and teacher evaluation of
the programs. The final part of the interview dealt with the teachers’ views on how the
Catholic Education Office could assist them in running effective Performing Arts
programs.
Patton (2002) states “Qualitative interviewing begins with the assumption that the
perspective of others is meaningful, knowable, and able to be made explicit. We
interview to find out what is in and on someone else’s mind, to gather stories” (p.
341). As the interviews were conducted in person - usually face to face, questions
could be reworded when necessary so to explore further, a response from the
interviewee and thus in the case of this study, add to the data that has been gathered
through the questionnaire. An interview allows expansion of questions and gives the
respondent an opportunity to express their feelings or knowledge in a broader way.
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Janesick (2000) believes that “Within the parameters of the interviews, information is
disclosed that allows the researcher to improvise, to find out more about some critical
event or moment in the lives of the participants” (p. 382). A quality interview,
according to Gay (1996), is a one-on-one session in which the researcher asks a series
of open-ended, probing questions. It should be fairly unstructured as the researcher
wants to find out where the interviewees are coming from, what they have
experienced, feel, believe about the subject (p. 224). Cohen et al. (2000) agree “open-
ended questions enable important but unanticipated issues to be raised (p. 122). An
interview regarding a program or curriculum, according to Patton (2002) is able “to
capture the perspectives of program participants, staff and others associated with the
program” (p. 341). The interviewees were able to state what the program, or in the
case of this study, the curriculum, feels like, what experiences they have had when
implementing the curriculum, what are their expectations of the curriculum and have
they noticed changes in their own implementation of the curriculum or in the student
outcomes as a result of the curriculum. Each teacher and principal interviewed was
requested to complete the prescribed consent form from RMIT University Human
Research Ethics Committee (Appendix 8) before participating in the interview.
Patton (2002) maintains that “There are three basic approaches to collecting
qualitative data through open-ended interviews…The three alternatives are the
 informal conversational interview,
 the general interview guide approach, and
 the standardized open-ended interview” (p. 342).
Although I had initially planned on only implementing the third approach, I found that
as I worked with the teachers that the informal conversations were as important in
hearing their understandings and beliefs about the performing arts in the classroom as
were the structured questions of the formal interview. It also meant that I was hearing
from more of the teachers in the schools. Patton (2002) continues “All three
qualitative approaches to interviewing share the commitment to ask genuinely open-
ended questions that offer the persons being interviewed the opportunity to respond in
their own words and to express their own personal perspectives” (p. 348).
A number of teachers and principals were selected from the schools in the Northern
Zone according to their indication that they were agreeable to being interviewed as a
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part of the research. A formal interview was organized, as the interviewer needed to
obtain useful information in a short amount of time, according to Leedy (1993) “the
interview should be as carefully planned and as accurately worded as the items in a
questionnaire” (p. 192). Teachers and principals were formally interviewed and asked
the same questions. These questions were sent before the interview, enclosed with the
letter requesting time for an interview. This is in line with Charles’ (1995) belief that
to bring breadth of information and to help in cross checking data for reliability a pre-
structured guide be utilised by the interviewer. These interviews were carried out
after establishing a time appropriate to the interviewee, as again, I travelled through
the region on my normal work days. Interviewees were happy to be recorded,
although most were happier with me making notes straight onto the computer, which
they later sighted. As the interviewer, I also had to remain alert to other information
which may have emerged as a result of the interview. Patton (2002) states “We
interview people to find out from them those things we cannot directly observe” (p.
340).
The need to establish a rapport and degree of trust is essential between those to be
interviewed and the interviewer. Janesick (2000) observes that “The researcher must
establish trust, rapport, and authentic communication patterns with participants” (p.
384.) As I have worked as a classroom teacher, as a principal and am currently
working within the Catholic Education Office, this degree of trust was easy to
establish. The fact that I had taught some of the teachers in their pre-training
university course and had worked in the classrooms with the students of other
teachers, has also assisted in the rapport that was developed during this study. It
meant that teachers have been open in their discussions not only during the formal or
structured interview, but in the informal interviews that have happened in staff rooms
and classrooms, as a result of the study. Those involved in the interviews were also
aware that they would benefit as a result of the study being undertaken. Glesne and
Peshkin (1992) state that “Rapport is more easily achieved if both parties get
something out of the interaction” (p. 96).
To ensure that the interview is valid, it is important to keep bias to a minimum.
Cohen et al. (2000) maintain that “Perhaps the most practical way of achieving greater
validity is to minimise the amount of bias as much as possible” (p. 121). As this
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study was not posing significantly sensitive questions to the participant, the main bias
would come from the interviewer, as I have explained earlier.
The interview was designed to establish further information on the Performing Arts
programs being taught within the schools and how each school offered a variety of
experiences to their students. These experiences should involve people within their
own community and professional members of the arts. The interview was created
utilising five sections and included thirteen questions.
I was interested in finding out if schools felt the Performing Arts were important
enough to have specific funding nominated in their annual budget, particularly an
allowance for a co-ordinator. Participation in professional development was another
area of interest, especially whether teachers are informed about future professional
development and whether Principals encouraged teachers to attend. The final part of
the interview dealt with teachers being asked how the Catholic Education Office
could help them to implement constructive Performing Arts programs in their
classrooms.
3.3.4 Data Collection and Analysis
After collecting the data, the role of the researcher is to analyse the information that
has been gathered and from these results derive a number of conclusions. This process
is not straightforward and linear, Creswell (1998) states that “To analyse qualitative
data, the researcher engages in the process of moving in analytic circles rather than
using a fixed linear approach” (p.142). Neuman (1997) concurs “Qualitative research
is more nonlinear and cyclical. Rather than moving in a straight line, a cyclical
research path makes successive passes through steps, sometimes moving backward
and sideways before moving on. It can be highly effective for creating a feeling for
the whole, for grasping subtle shades of meaning, for pulling together divergent
information and for switching perspectives” (p. 331). As a researcher, one can find
that you are continually moving between information from questionnaires and
interviews as well as journal notes, and at times one piece of information would have
you going back to the beginning again. Miles and Huberman (1994) maintain that
“Qualitative data analysis is a continuous, iterative enterprise” (p. 12).
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To assist the researcher with interpreting the many notes that are taken during the
research, Miles and Huberman (1994) recommend that the information be organised
in a graphic format. They maintain that “Generically, a display is an organised,
compressed assembly of information that permits conclusion drawing and action” (p.
10). These writers continue “All are designed to assemble organised information into
an immediately accessible, compact form so that the analyst can see what is
happening and either draw justified conclusions or move on to the next step of
analysis the display suggests may be useful” (p. 11). To this effect, it is best to
present different aspects of the research in tables or graphs of various formats.
The diagram below (Figure 3.1) demonstrates the effectiveness of these displays, as it
represents the process implemented in this research. From the initial decision
regarding the schools and teachers to be invited to participate in the study, through to
the final aspect of creating modules of professional development for the teachers, it is
an uncomplicated presentation of the process applied in the research. The charts and
tables presented in Chapter Four, illustrate the information gathered through the three
research instruments utilised in the study.
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Figure 3.1 Effectiveness of displays in presenting data in simple form.
As a result of the data gathered and then analysed in this study, it was important to be
able to explore what has helped the implementation of the Performing Arts programs,
or strategies that are being taught in the schools. It was also important to determine
what has hindered teachers and schools in their teaching of Dance, Drama and Music
in the school. Have the Educational Systems established approaches to Performing
Arts programs which are cohesive, or are they maintaining the importance of the Arts
through dialogue only, and not through action? From the information gleaned from
the questionnaires and interviews can it be determined if the Catholic Education
system is supporting the Performing Arts as an effective teaching and learning tool, or
is it supporting what have been deemed ‘core’ areas of learning?
Collecting and
analysing
information
from
interviews
Deciding on
group of
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Collecting &
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3.4 Response to the Needs of the Schools
As a result of analysing the three research instruments, the questionnaires and the
follow-up interviews, and also in response to the question What could the Catholic
Education Office do to assist you in developing and implementing the CSF II – the
Arts in your situation? I began to work with the schools in a variety of ways. The
strategy of working with principals, teachers and students was created in an effort to
develop and introduce a cohesive approach throughout the Zone, in the
implementation of Performing Arts. During this time I maintained a journal of visits
to the school, recording informal discussions and strategies used in professional
development and classroom visits.
3.4.1 Documentation – Program Plans, Lesson Plans
As many of the schools did not have the documentation for Performing Arts required
by the Diocese, I decided that I needed to begin working with principals and
classroom teachers and assist them in producing Program Plans for the Performing
Arts. The Program Plan for any curriculum area taught in Ballarat Diocesan Primary
schools, outlines the rationale for teaching the program. A number of goals are
established upon which the program will focus. A brief outline of the program and
how it will be organised within the school is ascertained. The main part of this
document is the scope and sequence of skills and knowledge to be taught across the
grades. It is in this area, that teachers are determining which skills and what
knowledge they will be responsible for teaching to their classes. The next section of
the document outlines the teaching and learning strategies that could be utilised to
assist children with their learning and how learning will be assessed and then reported
to parents. The final part of the document notes important resources and the budget
for the specific program being outlined in the document (See sample Program Plan –
the Arts Appendix 9).
I worked with schools and helped them with their Program Plans and classroom
planning in order to develop a consistent method to the planning and documenting of
Performing Arts classes. The initial stage of this work was to audit what was
happening in the school in the area of the Arts – especially the Performing Arts. It
was found that many of the smaller schools in particular, used Performing Arts for
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their annual, end-of-year concert. Children were taught a song or two, maybe some
movement was added and they performed a Christmas play. It was necessary at times
to convince teachers that even if this was the only time the children had Performing
Arts, they (the children) had to have a chance to use their creativity and create dances,
dramas and songs for these concerts. As part of the documentation, we needed to
decide what aspects the children would explore and at which levels of their schooling.
As a result of the writing of the documents, and the links that teachers could now see,
programs in the schools became more practical and easier to implement. Teachers
noted where role play for example, could be used in other ways and in different areas
of the curriculum. Previously, this was the most common aspect of the Performing
Arts that teachers had been using in other curriculum areas in schools, now they
realised that they could also have children using song or dance, to learn about a topic.
3.4.2 Professional Development
In response to the above audits and discussions, a number of professional
development modules were planned, to assist teachers in developing their own skills
in the Performing Arts and thus utilising them in the classroom (Appendix 10). These
modules could be run as a number of individual after school sessions, or combined to
have a whole day of professional learning.
Some of the schools decided to have a whole day program, where strategies to assist
in teaching Performing Arts skills were outlined and demonstrated to staff members.
Some schools decided on individual modules, however only a couple of schools have
at this stage followed through with the second module after the first staff meeting.
Plans to complete the modules during this year are currently being planned.
Other schools decided to have me come and work directly with the students, with
teachers observing and thus learning the strategies. I believe that these were the more
successful forms of professional development, as teachers had to work with the
students between visits, and therefore had to utilise the skills they had observed. The
students were enthusiastic, and I think that their ‘urging’ the teachers to hold sessions
between my visits ensured that they happened. As I also tried to link the activities to
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the current unit of work, the teachers could see how ‘easy’ it was to have children
learn in and through the Performing Arts.
Resulting discussions from these professional development modules, showed that
teachers were beginning to realise that they could integrate Performing Arts activities
into units of work with a focus on Science or Mathematics, as well as the Religious
Education or Humanities units.
3.4.3 Unit writing
As a follow-up to the development of the official school documents, I deemed it
necessary to work with the teachers on developing integrated units of work. Again a
number of professional development days were implemented for Integrated
Curriculum, centred on the diocesan decision to utilise the Hill and Crevola (1997)
Elements for Effective Teaching and Learning (Appendix 11) as the foundation upon
which to plan curriculum development. As deliberated upon in Chapter Two, these
days were based on the work of a number of writers (Matthews & Cleary, 1993; Coil,
1996; Murdoch & Hornsby, 1997; Murdoch, 1998). Most schools in the Northern
Zone ensured that they sent all teachers to these days, as Integrated Curriculum was
becoming a focus throughout the Ballarat Diocese. After teachers had attended group
sessions, I organised with Principals to work with each school individually to develop
a cycle of Integrated Curriculum units. When these had been planned, I then met
with individual teachers about the planning of the units suitable for their particular
class.
The writing of these units of work was extremely useful – not only to the teachers, but
to me personally, as I was able to see how unsure teachers still are about what they
can do with the Performing Arts. They are happy to ‘find a song’, or have a ‘role
play’ that would go with a topic – but seemed afraid of including dance, or having
children write a song, or create some music. It was as a result of these writing
sessions that I offered to work in the schools with the children.
3.4.4 Working with Children
Prior to working with the children, I needed to find out from teachers what their
current theme in Integrated Curriculum, or Science, or SOSE, was for the coming
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term. It was from these themes that I planned activities for the children. I used a
number of simple strategies that teachers would be able to use themselves – no matter
what experience they had in Performing Arts. A number of these strategies have been
written in the accompanying resource Performing Arts for the Early Years: A Dance,
Drama and Music Resource for Teachers.
The children who participated in these activities ranged from Prep to Year Six. At
times I worked with individual classes, usually in the larger schools, however I also
worked with whole school groups in the smaller schools. Sometimes these classes
were to develop an item for the school’s concert, or for a community activity, other
times they were to work with the students to help them explore the elements of Dance,
Drama and/or Music. Children showed enthusiasm for the sessions and always
created a presentation that was unique. When working with mixed classes, the older
children were willing to assist the younger ones complete the project. I usually
divided the classes into small groups of four or five, as children find this a nice
number to work with. I also endeavoured to have mixed male and female, and in the
larger schools mixed age groups. They were given different instructions, guidelines
and aids to help them with commencing the work and when I returned (usually two
weeks later) part of my role was to help them put everything together. The role of the
teacher during this time was to ensure that children practiced what they had created,
until they were confident with their own work.
I found that when talking to children about these activities they were very proud of
what they could accomplish. They were eager to show the Principal, or other classes
or even better, their parents what they had created and what they could do. Children
enjoyed the idea of interpreting a story through dance, drama or music and created a
number of sound-scapes that they could play during the reading of a story. They
created mimes, and dialogues between characters, to retell stories and ideas. The
children especially enjoyed the creation of dance to assist in the retelling of a story or
concept and often used movements that they had seen performed on television, or in
the bigger regional schools, steps they had learned in dance classes (journal notes
2002 – 2005). Those who learned dance, found that the classes were, according to
one student “very different to my dance classes” (S14, S9), she went on to say “I had
fun though”.
143
It was working through and with these children, that, I believe has helped teachers
gain the most knowledge and confidence. After time spent with the children and
watching the strategies that were used to encourage children to create movement
sequences, create music and create mime, teachers felt that the strategies were simple
enough for them to utilise in their classrooms. The teachers were able to see how
these activities could be integrated into their units of work, as a teaching and learning
tool, as children were learning a number of skills through the activities.
The different research methodologies were investigated and discussed i this chapter
and those chosen as being the most suitable method for this particular study were
explained. The research process was outlined in detail with each component being
clarified in detail. The results of the research will be presented and discussed in the
next chapter.
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CHAPTER 4
PRESENTATION AND DISCUSSION OF RESULTS
In the previous chapter, the process undertaken to gather and analyse data generated
as a result of the theoretical and methodological structure, was described and
discussed. In this chapter I will present the data and discuss it in the context of the
literature reviewed in Chapter Two.
4.1 Introduction
In order to understand the importance of the Performing Arts in the early years of a
child’s education and development, it was necessary to read specific appropriate
literature and to speak to those who are currently teaching these children. It was from
the teachers responsible for implementing the Performing Arts in the Northern Zone
of the Diocese of Ballarat, that information was gathered and then analysed. In this
chapter the results of the data and information gathered from questionnaires and
interviews will be presented and discussed. Graphic forms of the data will be offered
in the chapter in accordance with the recommendations of Miles and Huberman
(1994). The data will be analysed and the results will be shown in the proposed
models for implementing Performing Arts.
The strategy for gathering the information followed the research process outlined in
Chapter Three. After deciding upon the research question a decision as to who would
be part of the research had to be determined. The choice of the teachers in the
Northern Zone of the Diocese, was made because this was the geographic area (see
Chapter One) in which I worked and for which I was responsible. Permission to carry
out the research in the Diocese was gained from the Director of Catholic Education
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and principals in the Northern Zone were asked for their co-operation. A
questionnaire was created and a plain statement written. As outlined in the
Methodology section of this study, questionnaires were distributed, collected and
analysed. An interview framework was planned and implemented and these
responses were analysed. As a result of the data gathered, professional development
modules were created and implemented to assist teachers in their presentation of the
Performing Arts.
In this chapter, I will present the data from each of the three research instruments: 1)
the questionnaire to practising teachers in Primary schools of the Northern Zone of
the Catholic Diocese of Ballarat, 2) the questionnaire to pre-service teachers in their
third year at Australian Catholic University, Ballarat, and 3) interviews of a cross-
section of teachers and principals in the Northern Zone Primary schools.
4.2 Data Collection – The Questionnaire
As discussed in Chapter Three a high-quality questionnaire should 1) be well
presented with easy to answer questions that will give the necessary information, and
2) not be too long (Leedy, 1993; Charles, 1995; Gay, 1996; Cohen et al. 2000), which
means that designing a questionnaire should never be considered a simple task. I
needed a certain amount of information, but did not want too much extraneous data,
or the breakdown and analysis would become cumbersome. It was necessary to create
a simple means for respondents to answer the questionnaire without becoming
frustrated, and yet enable them to give me the information required for the research.
Another concern was of course, the return of questionnaires. Following the
suggestions from different writers, regarding dispersal and collection, questionnaires
were distributed to 134 generalist teachers in the 18 primary schools of the Northern
Zone of the Catholic Diocese of Ballarat. Each of these schools was given a number
(1 – 18) to assist with identification of the schools. Eight schools (1, 2, 3, 4, 6, 10, 15
and 18) had a 100% return rate and the remaining ten schools varied from 11% return
to 80% return, an overall return rate of 44.7%, or 60 teacher respondents. The results
of return numbers of questionnaires are presented in Table 4.1. Each school received
return visits for collection, reminder phone calls and reminder emails, yet there were
still schools which had a very low rate of return.
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When analysing the information it was noted that the eight schools with 100% return
rate were the smaller schools in the Zone (Figure 4.1). Upon reflection this high rate
of return could have been because they were small schools and therefore Principals
were able to encourage staff to complete the questionnaires more easily. However, it
is more likely that it is a result of the amount of time I have spent working in these
schools where I have developed very good working relationships with the individual
teachers. With so few members of staff, each teacher has a number of curriculum
responsibilities which means that I worked with them on many different educational
projects. Whereas in the larger schools, these responsibilities are spread over a
number of staff members and I am therefore working with different staff members for
each project and have not developed as good a rapport with each teacher.
Table 4.1 Numbers and Percentages of questionnaires returned per school
School’s
Identification
Number
Number of Returned
Questionnaires
Percentage of Returned
Questionnaires per School
1 3 100%
2 3 100%
3 3 100%
4 2 100%
5 4 33%
6 2 100%
7 2 28%
8 2 11%
9 5 27%
10 3 100%
11 2 66%
12 4 44%
13 5 41%
14 4 80%
15 3 100%
16 8 32%
17 2 66%
18 3 100%
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Figure 4.1 Number and Percentage of questionnaires returned per school
As detailed in Chapter Three, the questionnaire was divided into five sections
1. Teacher background
2. School Programs
3. The Performing Arts and other Key Learning Areas
4. Resources
5. Teacher Skills and Confidence and Professional Development
Responses from teachers to each of these sections, will be presented and discussed in
this chapter.
4.2.1 Teacher Background
To assist in the research it was important to know the background of the teachers.
Therefore, as part of the questionnaire teachers were asked to complete answers to
questions on their gender; their age range; where they completed their initial teacher
education; what qualifications they achieved and in what subjects they majored. They
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were also asked about any further study they had undertaken since completing their
initial teacher education. As the schools in the Northern Zone were of different sizes
and in different areas they were asked to fill in the name of the school and the town in
which it was situated.
4.2.1.1 Age Range of Teachers
Of the 60 teachers who responded, 49 were female and 11 male. As presented in
Table 4.2, the greatest number of teachers was in the age range 20 – 29 years (20) and
least number was in the 50 – 65 years range (8).
Female Male Total Percentage
50 - 65 8 0 8 13.4%
40 - 49 10 3 13 21.6%
30 - 39 12 8 19 31.7%
20 - 29 19 1 20 33.3%
TOTAL 49 11 60 100%
Table 4.2 Age range of responding teachers, both male and female
In considering the comparison of comparing male and female teachers (Figure 4.2) in
the Northern Zone, the difference in numbers in the age range of 20 – 29 is of interest.
I believe that this is because young male teachers are given positions in schools in the
larger regional schools within the Diocese, and the females therefore take the
positions in the small rural schools. The range in the 30 – 39 years is closer.
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Figure 4.2 Age range of teachers, male and female
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This could be due to the fact that a number of the smaller school Principals are male,
in their first position as Principal. Often when they have gained principal experience,
they will move on to the larger schools in regional towns, and so the lesser number of
males in the 40 to 65 years ranges. The females often marry in the region and then
continue to teach within the local school (Journal notes).
According to the Australian Education Union (2003) “The average age of teachers (in
2002) was 43.1” (p. 2). When viewed as an overall percentage rate in the age ranges,
then the Northern Zone schools have a significant number of teachers (65%) in the
age range that is below this average age of teachers in Australia (Figure 4.3).
33%
32%
22%
13%
20 - 29
years
30 - 39
years
40 - 49
years
50 -65
years
Figure 4.3 Percentage of Teachers in each age range
4.2.1.2 Teacher Education
The table below (Table 4.3) presents the number of teachers who completed their
teacher training at different universities in Victoria and other states in Australia. Of
the teachers who responded, 52% completed their initial teacher training at Australian
Catholic University, Ballarat, 20% studied at other Victorian universities in Ballarat
and Bendigo, 13% gained their qualification in South Australia, 7% studied at
universities in other states, and 8% studied at Ballarat Teacher’s College, which later
became the Ballarat College of Advanced Education (CAE) and then the University of
Ballarat.
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Institution
where initial
qualification
was gained
Australian
Catholic
University
University
of
Ballarat
LaTrobe
University
Bendigo
South
Australian
Universities
Other
Universities
Teacher’s
College
Total 60 31 7 5 8 4 5
52% 20% 13% 7% 8%
Table 4.3 Number of teachers and where they completed their initial teacher
education
It can be seen in Figure 4.4 that the greater percentage of teachers have trained at
Australian Catholic University, Ballarat. This is not surprising as the Catholic schools
endeavour to employ those teachers who have completed a Religious Education
component in their teacher education course. Those who have completed their
education at other universities are expected to participate in further study to gain the
necessary qualification to teach Religious Education in Catholic Primary Schools.
52%
12%
8%
13%
7%
8%
ACU
Ballarat Uni
La Trobe
Bendigo
Uni S.A.
Other Uni
Teacher's
College
Figure 4.4 Institutions where Initial Qualification completed
4.2.1.3 Teacher Qualifications
Teachers were asked to provide information about their original qualifications. As
shown in Table 4.4 and Figure 4.5, 31 (52%) of those who responded gained a
Bachelor of Education. There were five teachers in these schools who achieved a
Certificate of Education, which was the two year training course, as their initial
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qualification. Each of these five teachers has studied further and now have a four year
qualification. A number of other teachers have continued their study since gaining
their initial qualification and now have a higher qualification, either a Graduate
Diploma, a Bachelor of Education, or a Master of Education.
Initial
Qualification
Certificate of
Education
Diploma of
Education
Bachelor of
Education
Number 5 24 31
Table 4.4 Teacher qualifications gained in initial teacher education
8%
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52%
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Education
Diploma of
Education
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Figure 4.5 Qualifications Gained in Initial Teacher Education as a Percentage
4.2.1.4 Subject Majors
To determine how many teachers had a specific qualification in any of the Performing
Arts, they were asked to state the subject in which they had majored during their
original teacher education. As shown in Table 4.5 and Figure 4.6, a number of
teachers majored in two subjects, as there are more than 70 responses listed. Of these,
eleven teachers reported that they took a Performing Arts subject, either Music or
Drama, as their major. Physical Education was listed by 12 of the respondents as
their main area of study, which does include a module on Dance.
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Table 4.5 Subject majors taken during pre-service education
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Figure 4.6 Subject majors taken during pre-service education
Most respondents noted that they had received some instruction in Music and Drama,
however, five teachers (8%) answered that they had not received exposure to any of
the Performing Arts areas. One teacher commented “I didn’t do any Performing Arts
in my B. Ed or M. Ed.” (S12,T2).
The above results confirm researchers beliefs (Boyd, 1999; Bransford, Brown &
Cocking, 2002) that education in the Performing Arts disciplines is in-adequate and
lacking continuity in initial teacher education.
4.2.2 School Programs
Schools in the Diocese of Ballarat are required to have a number of documents
concerned with the Curriculum. They should have a Curriculum Policy and Program
Plans for each of the Key Learning Areas of CSF II. With the implementation of
VELS, the schools will be asked to develop Program Plans for each of the Domains.
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Classroom teachers are also required to document their weekly teaching in their work
programs. As part of this study, teachers were asked if the school had the necessary
documentation for the Arts.
4.2.2.1 Documentation
When asked if their school had a Curriculum Policy for the Arts, respondents from
twelve schools stated that their school did have such a document. To the question
about a program plan for the Performing Arts, which includes the scope and sequence
of what is to be taught in each class, only six schools had such a document at the time
of responding to the questionnaire. However, eleven schools have implemented a
Performing Arts program of one type or another according to the responses from
teachers. Schools lack documentation in the Arts, as the Northern Zone of the
Diocese is very ‘laid back’ and judging from informal discussions with Principals,
many cannot see the need for taking the time to write such documents. They believe
that if the students are happy and are perceived to be learning, then that is enough
proof that the teachers are teaching effectively. This is a concern, as it can also mean
that they are teaching the same thing for a number of years, which may not be
relevant to the needs of the children of today. Teachers need to constantly evaluate
their teaching, both in content and method, and the school curriculum policy and
program plans are documents against which such evaluations can happen.
4.2.2.2 Specialist Teachers
The responses to the question about having specialist teachers in any areas of the
curriculum (Table 4.6) reveal that ten schools have a library specialist, eleven schools
have someone who specialises in LOTE, seven have teachers responsible for Physical
Education, six schools ensure they have a specialist in the area of Visual Arts and
three schools have someone employed to teach Music. Comments from some of the
teachers regarding the employment of specialist teachers reveal that they are
concerned about the importance of the Performing Arts and believe that there is a
need for someone with special training to teach these areas of the curriculum. A
comment from one of the teachers emphasises this need “I’d like to have a specialist
music, drama, dance teacher. Especially music” (S7,T2).
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Another teacher in a school where a specialist teacher is employed comments “This
priority on music in the school has been valued by staff and parents” (S9,T1).
Specialist
teachers
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Number 6 0 3 2 3 7 12 12 0
Table 4.6 Specialist teachers in schools
However, most of the teachers (83%) who responded to the questionnaire, stated that
they teach Performing Arts in their own classrooms and do not depend on, or have
access to, a specialist teacher. Teachers state that they are linking the Performing Arts
into other areas of teaching, as this offers children a different way of learning, as
demonstrated in the following comments:
“I enjoy teaching the Arts, as I can link them into other things” (S18,T2).
and
“I’m keen to do it, because it gives children another avenue of expression”
(S12,T1).
Some teachers have found resources to assist them in implementing their own
Performing arts activities:
“This year we do our own thing. I use the ABC music program booklets and
these help with ideas” (S1,T3).
The concept that the generalist teacher, rather than the specialist teacher, is
responsible for teaching the Performing Arts is supported by current research.
Although it is acknowledged by researchers (Pateman, 1991; Crampton, 1995;
Deverell, 1995; Geoghegan, 1995; Bonbright, 2000; Paterson, 2004) that it can be
quite daunting for the teachers who often lack knowledge and confidence due to lack
of training in the area.
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4.2.2.3 Classroom Lessons in Performing Arts
Teachers were asked how often and for how long these lessons were being taught
(Figure 4.7 and Figure 4.8). They were given time frames from which they could
select the length of lessons and also the area of the Performing Arts they were
implementing with their students (Table 4.7). From data gathered, some of these
classroom lessons were for only fifteen minutes, or for as long as an hour. Most
teachers stated that they implement a lesson each week (21), but some teachers (4)
take the Performing Arts lessons only during the term when the school concert is to
happen. A teacher at one of the schools where the concert is an important event on
the school timetable stated “Our school does have an end of year concert which
becomes the focus of our Performing Arts Program throughout terms three and four”
(S3,T1).
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Figure 4.7 Teacher responses to how often they teach the Performing Arts
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Figure 4.8 Duration of weekly lessons
When visiting classrooms in my role within Catholic Education, evidence that
Performing Arts classes were being taken on a weekly basis was not obvious. After
informal discussions with some students, they did not always agree with the teachers’
responses, as they felt that they were not participating in sessions in the Performing
Arts each week. This could be because teachers are tending to integrate areas of
Performing Arts in other curriculum areas. According to the data, teachers are
utilising Drama and Music as their areas of choice in the classroom. In a later
question, the elements chosen from these areas are role play and singing. Both of
these activities can be easily integrated into a number of different curriculum areas,
from Religious Education to Humanities and English.
Performing
Arts lessons
Dance Drama Music All
Number of
Teachers
15 23 22 13
Table 4.7 Performing Arts areas being taught in the classroom
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4.2.2.4 Reasons for Teaching Performing Arts
Teachers were given three choices for the question why they taught Performing Arts
in their classrooms. Some chose all of the three selections, while others made only
one choice. The teachers identified the different reasons for implementing Performing
Arts lessons, from the fact that it was school policy (18) to a teacher’s own personal
interest (18), but most teachers (41) acknowledged that they realised that “many
children need these avenues of learning to suit their learning styles” (Questionnaire,
Crowe, 2001, p. 3). One teacher commented “I love Arts and want my students to
enjoy them, even though I don’t know much or have much confidence” (S12, T2).
The number of teachers who stated that they taught the Performing Arts because it
was school policy was interesting, as only 12 of the schools had an Arts Policy. Upon
reviewing these policies many were not current and were based on The Arts
Framework: P-10 published in 1988 (Journal Notes, 2003). Although the contents of
this publication are a very good base from which to develop a school policy, it is not
current. The fact that the Arts policies in schools had not been updated, gives a
message that the Arts are not as important as other areas of the curriculum. There
were 30% of teachers (18) who have a personal interest in the Performing Arts and
this is why they were taking lessons in this area, however the lessons were not across
all areas of the Performing Arts, but rather a few strategies were chosen to be used in
the classroom. It was the high percentage (68.3%) of teachers who believed that it
was important to teach the Arts due to the different learning styles of their students
that was gratifying to see. However, this response does not correlate with responses
for other questions in the questionnaire. The question arises, if so many are seeing the
Performing Arts as important, why are only 21.6% of teachers teaching the three areas
of the Performing Arts, Dance, Drama and Music?
The research on how children learn (Edgar, 1993; Thraves & Williamson, 1994; Hill,
2003; Stoll, Fink & Earl, 2003) and the importance of teachers utilising a number of
strategies in the classroom (Kagan & Kagan, 1998; Stronge, 2002) plus the
significance of implementing the Performing Arts for the overall development of
children (Edgar, 1993; Stoddard, 1993; Jensen, 1998) reinforces the responses given
by teachers.
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4.2.2.5 The Performing Arts and Children’s Learning
Teachers were asked how they used the Performing Arts in their classrooms, with the
knowledge they have about children’s learning. They were given a number of
different options (Table 4.8) and were informed that they could select as many as they
thought relevant. According to the results, teachers consider that learning is
interactive, involves thinking processes, and having prior knowledge or experiences
will help with a child’s learning. Many of the teachers (50%) selected all the
suggestions listed (See Figure 4.9).
Table 4.8 Using Performing Arts to help children learn
These responses from the teachers are endorsed by current research on how children
learn (Coil, 1996; Perry, 1996; Stronge, 2002; Paterson, 2004).
RESPONSE CHOICES TEACHERS
Learning as an interactive process 23
Learning is active not passive 18
Learning involved thinking processes 8
Learning involves organising and re-organising information 4
Learning involves recalling knowledge 4
Learning involves storing knowledge 5
Learning builds on prior experiences and knowledge 13
All children can learn and do so in different ways 23
Children learn best in a positive environment 21
All the above 30
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Figure 4.9 Use of Performing Arts in children's learning
4.2.3 The Performing Arts and other Key Learning Areas
With the curriculum in Primary schools being so crowded, especially with the
emphasis on Literacy and Numeracy, teachers find it difficult to find time to teach all
KLAs, or domains, each week. Therefore, as part of the study it was decided to
determine how and where teachers were implementing Performing Arts. It was also
vital to discover why different aspects of the Arts were being taught in some
classrooms.
4.2.3.1 Using Performing Arts to develop other skills
When teachers were asked how they used the Performing Arts with other key learning
areas, most answered that they utilised the Performing Arts to assist with developing
co-operative skills, closely followed by developing creative skills and communication
skills. Teachers also reasoned that using Performing Arts will assist children with
their decision making, with advancing their intellectual skills, with developing their
imagination, with their overall learning and, to a much lesser degree, helps with
children’s research skills. These responses are in accord with current research on the
importance of making connections across the different areas of a curriculum (Caine &
Caine, 1990; Jensen, 1998; Bloomfield & Childs, 2000; Wilson & Wing Jan, 2003).
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The responses concerning the Performing Arts being taught either “as a diversion” or
to “fill in time” were not popular choices (Table 4.9 and Figure 4.10).
Table 4.9 Why teachers use Performing Arts in other KLAs
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Figure 4.10 Using Performing Arts to develop skills in other areas of learning
PERFORMING ARTS IN OTHER KLAs TEACHERS
To develop intellectual skills 20
To develop imaginative skills 44
To develop decision making skills 33
To develop creative skills 46
To develop research skills 13
To develop communication skills 44
To develop co-operative skills 48
To reinforce specific learning 25
To support your teaching strategy 33
Entertainment for students 32
As a diversion 5
To fill in time 6
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4.2.3.2 Integrating Performing Arts with other key learning areas.
Teachers were asked about integrating the Performing Arts with other key learning
areas. Most teachers do integrate the Arts in some way with most using them in their
Religious Education classes. Many also utilised the Performing Arts in English and
Physical Education/Health. Teachers did not integrate Performing Arts in
Mathematics, or Technology, to any great degree, however (Table 4.10). As
discussed in Chapter Two, and with current researchers (Caine & Caine, 1990;
Matthews & Cleary, 1993; Murdoch & Hornsby 1997; Jensen, 1998) outlining the
importance of making connections between curriculum areas to assist children in their
learning, it is imperative that teachers do integrate the Performing Arts into units of
work in other curriculum disciplines. In their responses, teachers acknowledge that
implementing the Performing Arts is important in children’s education. They are
aware that children can learn through the use of Performing Arts activities in other
curriculum areas.
INTEGRATING WITH OTHER KLAs TEACHERS
Religion 47
English 37
Mathematics 8
SOSE (Humanities) 33
LOTE 12
Science 9
Technology 6
Physical Education/Health 36
ALL KLAs 1
Table 4.10 Performing Arts and other KLAs
However, teachers differ on which aspects of the Performing Arts are most important
and therefore most utilised. Many teachers (36%) consider the use of role play as
being the strategy most suitable to assist in their teaching. Singing is perceived as a
close second (33%). Teachers also endeavour to have children listen to music, to
develop the use of their voices and to explore creative movement. However, very few
teachers (5%) considered children working with puppets in their classrooms, as being
very important. Comments from the teachers about their utilisation of these strategies
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emphasise their beliefs about the importance of the Performing Arts, and also their
concerns about teaching them:
“I really enjoy this area of the children’s education, and the children gain
much pleasure from the experiences” (S14,T1).
“I’d like to do more, but I’m not good at music” (S12,T4).
“I just enjoy them myself and think it’s important for students” (S12,T3).
“However, class time and creative ability limit me, but it does interest me”
(S5,T3).
Due to their own enjoyment of the disciplines, each of these teachers see the
importance of teaching the Arts to their students, even when they feel that they do not
have the necessary skills or ability to teach them in the classroom.
4.2.3.3 Curriculum and Standards Framework
Teachers’ responses to using the Curriculum and Standards Framework in their
planning was a fairly even response on ‘yes’ and ‘no’. This was consistent with the
question about specific use of the Arts document in their planning. For the 50% who
did use these documents, most relied on the section on Visual Arts, with Music being
most utilised.
The Curriculum and Standards Framework II was implemented by teachers more
than the original curriculum 1995 document, with 73% (or 44 teachers) stating that
they used the framework in their planning. However, only 50% (30 teachers)
believed that their implementation of the Performing Arts was as a result of the new
framework, or that it differed to previous practice. Teachers stated that they used the
Curriculum and Standards Framework II to decide learning outcomes and as a
springboard for ideas. They also utilised the document to determine what knowledge,
skills and processes were needed by children at a particular level (Table 4.11). They
believed that the Performing Arts are a support area of learning for other key learning
areas.
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UTILISING CSF II IN PLANNING TEACHERS
As a springboard for ideas 35
To decide Learning Outcomes 37
As information about types of experiences to determine skills
needed by children
24
To find knowledge children need to learn 20
To plan learning activities 27
To determine how elements, skills, techniques and processes
are used at particular levels
26
No response 9
Table 4.11 Utilising CSF II in Planning
4.2.4 Resources
A number of schools have either a multi-purpose room (7) or a spare classroom (5) in
which they can hold Performing Arts classes, rather than dedicated spaces for each of
the strands in the Performing Arts. Some of these multi-purpose rooms are actually
refurbished spare classrooms rather than rooms which have been specifically designed
for physical activities. However, there are some teachers (4) who still have to use
their own classrooms for these lessons (Table 4.12).
AVAILABLE SPACE SCHOOLS
Multi Purpose Room 7
School Hall 2
Spare Classroom 5
Own Classroom 4
Perception and Mobility Program room 1
Table 4.12 Space for Performing Arts classes
Teachers felt that without the space for holding these activities then their Performing
Arts programs could not be implemented properly. Comments from teachers in two
of our schools made reference to these difficulties: “Space in rooms is a real issue to
actually undertake Performing Arts” (S16,T1) and “We are hampered by a lack of
suitable space for the Performing Arts” (S17,T2).
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When asked about the resources that are both available and being used by teachers in
the classroom, they listed the CD player or tape recorder as the most utilised resource
(52). Recorded music was the next most used resource (49). Some teachers use props
and costumes for their classes, but surprisingly there were a number who, only
sometimes, had children playing instruments (Table 4.13). Judging from the results
of the questionnaire, schools did not have the appropriate resources for implementing
a Performing Arts program, and did not have an area that was dedicated to Dance,
Drama or Music. A comment from one of the teachers accentuates this problem: “I
feel limited by resources, plus I need more inspiration” (S12, T1).
The teachers did not respond to all categories listed, as many only acknowledged the
resources that they used in their classrooms. There was some confusion regarding
some of the resources listed. Some Teachers were uncertain as to why the television
and computer were included in the list of resources (Journal Notes, 2003). One
teacher commented in an informal discussion that she would use the computer for
Visual Arts, but did not see how computers could be used in Performing Arts (Journal
Notes, 2003). The use of costumes and props in a teaching activity as against using
them in the school concert was another source of confusion with some teachers. One
teacher of Prep children noted that they had a ‘dress-up’ box in their classroom and
some children would use the clothes when playing a role, but she did not recognise
them as resources in the Performing Arts program (Journal Notes, 2003). The lack of
instruments in schools makes the implementation of a music program difficult. With
only eight teachers (13%) stating that they use instruments often in their classrooms,
the question as whether they are available in schools or just put away in an out of the
way cupboard needs to be answered. As I have moved around the Zone schools,
musical instruments have not been easily found when I asked about them (Journal
Notes).
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RESOURCES
Rarely Sometimes Often Not
available
Number of
Responses
Books 6 21 22 - 49
Recorded Music 2 10 37 - 49
Written Music 25 12 5 2 44
Instruments 15 22 8 1 46
Personnel 18 13 7 6 44
CD/Tape player - 7 45 - 52
Props 15 22 8 1 46
Costumes 21 21 4 1 47
Video camera 28 9 1 6 44
Camera (Still) 24 12 6 2 44
Television 25 12 7 1 45
Computer 21 13 9 - 43
Table 4.13 How often Teachers use available resources in the Performing Arts
program
With the expectation that teachers are to implement an interesting and educative
Performing Arts program, the necessary resources must be made available, just as
they are for Literacy and Numeracy in the early years of education. This includes a
space that is safe, inviting and inspirational for children to explore the Performing
Arts. The teachers in the schools need sufficient instruments to implement a full
music program. They must have the necessary books and a variety of CDs or tapes,
for an acceptable dance program. Simple yet adequate props and costumes will assist
in the implementation of an interesting drama program. This means that schools,
Catholic Education and the Government all need to put adequate funding towards
Performing Arts programs. Teachers in the schools are concerned that they are not
receiving the support they need: “I believe that the performing arts is an important
part of the curriculum, however it is given nowhere near the importance, money or
resources that other KLAs have” (S7,T2). Another teacher remarks “It would be great
if the CEO decided that it (Performing Arts) would become a priority in the future”
(S6,T1).
Some teachers (24) did not consider that their teaching changes, whether for better or
worse, when they used the mandated curriculum document. This could mean that the
document is not seen as appropriate for the teaching of this subject. The document
may be perceived to be too hard for the classroom teacher to understand and therefore
implement, or the information in the document may not be aimed at improving and
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developing teaching in the Performing Arts. The teachers who are reading and
utilising the document, may be making use of only the learning outcomes, and not the
curriculum focus and therefore teaching is not changing. With the introduction of the
Victorian Essential Learning Standards it is anticipated that any and/or all of these
problems will be addressed.
4.2.5 Skills and Confidence
There were only 9% of teachers who felt they were very confident about teaching the
Performing Arts. A good number thought they could teach drama or dance, but were
very low in confidence in teaching music (Table 4.14 and Figure 4.11). Generally
those who responded to the questionnaire felt that they gained the little confidence
they had through pre-service training and current resources.
DANCE DRAMA MUSIC
8 17 21 9 4 9 14 19 12 6 16 12 20 5 5
L M H L M H L M H
Table 4.14 Teacher confidence in teaching Performing Arts
However, this lack of confidence in their own skills, may be due to the fact that many
of the teachers, according to their responses, had received some, but not sufficient,
instruction for teaching Performing Arts in their pre-service programs.
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Figure 4.11 Teacher confidence in teaching Performing Arts
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Many teachers (48%) felt they were low on skills for teaching music, but average for
teaching dance and drama (Table 4.15 and Figure 4.12). Again they believed that
they gained their skills through pre-service education and current resources. There
were also many who believed that their skills and confidence in Dance, Drama and
Music were gained from participation in recreational Performing Arts activities.
DANCE DRAMA MUSIC
14 16 19 6 4 12 11 20 10 6 19 10 19 9 2
L M H L M H L M H
Table 4.15 Teacher skills in teaching Performing Arts
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Figure 4.12 Teacher skills in teaching Performing Arts
If Teachers did not learn about and participate in activities in the Performing Arts,
then it is understandable that they would not be overly anxious to teach this area of
the curriculum. One of the teacher’s commented: “If you don’t feel confident in the
subject you won’t teach it. You will do the subjects that you do well” (S2, T1).
Another stated “I do want to implement Drama, but I am not experienced. I like
Drama, and I feel confident that I can teach Performing Arts” (S13, T1). A third
teacher from the same school said “I enjoy teaching Performing Arts and love to see
children enjoying this, but I feel I don’t have enough experience in this area and could
improve” (S13, T2).
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In Chapter Two, the views of researchers (Boyd, 1991; Brown & Cocking, 2000;
Hennessy et al., 2001; Grushka, 2003) were presented and informs us that not many
teachers are given the opportunity to develop skills and knowledge in the Arts during
their pre-service education. If it is not a domain or key learning area that is being
emphasised by the Government or Catholic Education, then it is understandable that
teachers will not give time, in an already busy curriculum, to something that is not
seen as essential. Teachers felt that already they were being asked to accomplish too
many things in their classrooms: “Crowded curriculum – extremely difficult to fit it
in. Hard enough now to fit in other areas” (S16, T1). For others it was still the
perceived lack of knowledge in the Performing Arts “Classroom teachers although in-
serviced (in music) still lack the huge background resources” (S9, T1).
Government and System leaders may be stating that the Arts are an essential aspect of
children’s learning, but until they are prepared to put resources, including funding,
into the schools to help implement this area, then teachers will continue to lack
confidence and interest in teaching the Performing Arts.
4.2.6 Professional Development
Due to a lack of initial training in Performing Arts and then a perceived deficiency in
the offering of professional development, teachers do not feel confident that they have
the skills to teach the Performing Arts. Nearly 63% (38) teachers had not attended
any professional development in the Performing Arts for the past three years. This
could indicate that they do not see the importance of the Performing Arts, even
though a number of them do believe that the Performing Arts are significant in the
education of children. Or, there has not been sufficient professional development
offered to teachers in the Northern Zone in the Performing Arts. Another reason
could be the apparent mandate that teachers attend professional development days in
Literacy, Numeracy, Technology and Religious Education and do not have the time to
attend Performing Arts days. The low attendance at Performing Arts professional
development modules (25%), could be an indication that other areas are deemed more
important for teachers’ professional development:
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“We have to attend a lot of Literacy and Numeracy in-services, and I feel that
I cannot be out of my classroom any more” (S17,t2).
“With the number of days for RE, Literacy and numeracy, I really can’t afford
to go to any other days” (S3, T3).
“I haven’t seen any PD being offered for Performing Arts, only Maths and
Literacy” (S7,T1).
Teachers are aware that they need to attend professional development to develop their
skills in Performing Arts: “It would be a benefit in professional development for all
staff to ensure they have the confidence and resources to undertake the Performing
Arts” (S17, T2). And another teacher notes “They (teachers) need help in updating
these skills” (S2, T1). While a third is very aware of the need for assistance in
developing skills in Performing Arts: “For myself, professional development days
would be very beneficial” (S13,T2).
When asked about the professional development that they considered they needed to
assist in implementing Performing Arts programs most teachers wanted
demonstration lessons from curriculum advisers. They felt that workshops and lesson
plans would assist them more than a conference about Performing Arts. One teacher
believed that the “Development of a whole school plan would provide assistance and
structure to the performing arts” (S14,T2).
According to the responses to the questionnaire, many teachers were unaware of the
professional development that was offered by the Zone (43%), the Diocese (50%), or
the Melbourne Catholic Education Office (77%). Visits from appropriate Catholic
Education Office personnel would be the most suitable form of professional
development in Performing Arts, according to over 33% of respondents. Teachers felt
that demonstration lessons (16%) and in-service components at staff meetings (20%)
would assist them in implementing the Performing Arts in their classrooms.
Some teachers (21%) who responded to the questionnaire were not aware that there
was a Curriculum Adviser available to work with them and the staff in their schools,
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in the area of the Performing Arts. The few who did have the Adviser work with
them, rated very highly the importance of demonstration lessons and in-service at
staff meetings. “I have received a great deal of support from the curriculum adviser”
(S3, T1) states one of the teacher, but was not aware of other professional
development being offered by the Catholic Education Office. This lack of knowledge,
and/or information, could mean that either the school Principal or the Catholic
Education Office, are not fulfilling their roles in assisting teachers to learn through
appropriate professional development. According to Bellanca (1996) this
responsibility belongs to the Catholic Education Office.
With the Government putting significant funding into Literacy and Numeracy in the
early years of schooling, there is a great amount of professional development in these
areas that teachers are expected to attend. As teachers do not want to be out of
classrooms for too many days, they have to make a choice concerning which
professional development they will not attend and Performing Arts professional
development is the area which teachers are choosing. With knowledge gained from
my role in Catholic Education, I know that professional development in the
Performing Arts has been offered to schools in the Northern Zone in many ways.
Schools have been offered individual school based sessions, workshops have been
offered at the Northern Zone Bi-annual Conference, and the Curriculum Adviser for
the Performing Arts has worked in schools with teachers and students. The Adviser
has also assisted many of the schools with curriculum documentation and planning
(Journal notes 2002 – 2005). Surely with such a variety of styles and modules being
offered, then teachers should be able to participate in some form of Performing Arts
professional development.
There are a number of factors that facilitate the implementation of the Performing
Arts in the Northern Zone of the Diocese. The zone has a number of enthusiastic and
knowledgeable teachers who want to assist the children in the early years of schooling
to develop to their full potential. The teachers know that part of this development is
implementing quality Performing Arts programs in their schools. Based on responses
to the questionnaires, teachers are willing to teach the Performing Arts as they are
aware of their importance.
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Teachers know that children learn in a variety of ways and that the Performing Arts
can assist many with their learning. Teachers understand the importance of connecting
learning, that is that children do not learn in boxes, but build their learning in blocks,
scaffolding one piece of learning upon the other. They realise that activities in the
Performing Arts can assist with this building of children’s learning. Teachers are keen
to attend professional development to extend and enhance their own skills and
confidence in the Performing Arts, to become more effective with their teaching the
children in their classes, if they can find the time.
One of the factors that hinders the effective implementation of a Performing Arts
programs is the lack of adequate space and resources in schools to implement
appropriate and effective Performing Arts programs. This lack of resources includes
time. With so much importance placed on other areas of the curriculum, teachers are
finding that they are teaching Performing Arts for short lengths of time, or
spasmodically, often only when a concert is to be held at the school. The lack of
funding is another hindrance to the effective implementation of quality Performing
Arts programs. The emphasis put on a small, even though important, number of the
curriculum areas to be taught, means that teachers are not attending professional
development in Performing Arts. Their lack of knowledge, skills and confidence is
another hindrance to an effective program.
4.3 Pre-Service Teachers
The second instrument used in this study was a simple questionnaire to determine
what experience the pre-service teachers were bringing into their future roles as
teachers (Appendix 12).
Prior to beginning the 12 week unit on Performing Arts at Australian Catholic
University, Ballarat campus, third year students in the pre-service teacher education,
were asked what knowledge and familiarity they had in Performing Arts previous to
starting this unit (Table 4.16). There were 78 students, 68 female and 10 male. They
were asked to list if they had
N - little to no experience,
S – some experience in Primary/Secondary school or
E – extensive experience – Primary, Secondary school and outside school.
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DANCE DRAMA MUSIC
N S E N S E N S E
F (68) 33 22 13 36 26 6 16 33 19
M (10) 8 2 0 3 7 0 2 5 3
TOTAL (78) 41 24 13 39 33 6 18 38 22
Table 4.16 Pre service Teachers’ experience in Performing Arts
According to the data collected and comments made by some respondents, the only
experience they had in Performing Arts, was what they had experienced in Primary
and Secondary school. Those who said they had extensive experience, were those
who had participated in classes in dance or music outside of the school curriculum.
The other interesting fact (Figure 4.13) was the percentage of females with extensive
experience in the performing arts (19%, 9%, 27%) compared to the males (0%, 0%,
30%).
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Figure 4.13 Experience of pre-service teachers (female and male) in Performing
Arts.
Students were asked how they could use these experiences in a classroom either
during their teaching rounds or when they had graduated. There were a number
(36.3%) who believed that due to their lack of expertise and knowledge, that at this
point they could not see themselves teaching any of the Performing Arts areas.
Another group (25%) believed that they had enough experience to be able to give
their students some knowledge about their preferred Arts discipline. A third group
(20.5%) maintained that they would be able to facilitate children exploring their own
creativity, even if the teacher did not have all the knowledge they felt was necessary
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to implement a Performing Arts lesson. The final group (18.2%) believed that they
had enough knowledge of Performing Arts games to be able to give the children an
enjoyable time in a Performing Arts lesson, and hopefully the children would also
learn some skills.
In the third section of the survey, the students were asked what they hoped to gain
from the unit on the Performing Arts. The need for teaching strategies (100%) in
Performing Arts was an absolute necessity for all the students. A large number also
wanted resources (93%) to help them implement a lesson. There was a perceived
need for assistance with lesson plans (65%) and also the necessity to gain some
insight into the disciplines of Dance, Drama and Music (67%). Students wanted
“practical knowledge that can be implemented in the classroom” (S. 7), they wanted
“fun and exciting ways to introduce and implement the Performing Arts” (S. 1).
Another student wanted to know “how to teach the Arts in a way which allows
children to use as much creativity of their own as possible, while still learning some
basic skills” (S. 23). One student made the comment “I see the Arts to be an area in
education often neglected – throughout this unit I hope to see not just how to teach the
Arts effectively, but analyse how I could integrate it with other subjects” (S. 42).
With these thoughts in the minds of trainee teachers, we hope that they will persist in
their beliefs when they are teaching their own classes.
At the end of the unit, students were asked to write a reflection on how important they
now thought the Performing Arts were in the education of children, based on what
they had studied in the unit.
As this was not the first time that I had taught this unit at the university, it has been
gratifying to note that many of the young teachers who are teaching in the Northern
Zone and were past students of the Performing Arts unit, were confident with their
ability to make the Performing Arts part of their Integrated units of work.
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4.4 Data Collection – The Interview
4.4.1 Experiences in Performing Arts for students.
Teachers’ responses to how their school provides Performing Arts experiences for
their students were varied. Most included activities as part of their normal classroom
routine, particularly those who had a love of the Performing Arts themselves.
Teachers from different schools were utilising resources to assist in their planning and
implementation of Performing Arts programs. As one teacher remarked they “Use
Sing program (ABC) as we have no one who teaches music from the perspective of
being a musician themselves” (S17, T1). And another “We were able to find some
songs in the ABC Song Book which the littlies were able to sing” (S11, T1). Much of
the work taught in Performing Arts classes is in preparation for the annual school
concert, “We have a concert at the end of each year and try to plan it around the
theme we are studying” (S15, T1). However, in some schools where there is not
program to outline the skills and elements to be taught “Every teacher just does her
own thing” (S7, T1).
Some schools had organised a rotational method for implementing the Performing
Arts. This meant that a teacher who had a particular skill or interest in, Dance, Drama
or Music would take each of the grades for this discipline in rotation.
Schools which were able to, invited visiting artists to perform in their schools. Three
of the schools were able to link with the local State School in the town, as the visiting
performances can be quite expensive. Also, they tend not to come to a school that
does not have a minimum of 100 students. Distance is another issue when schools
wish to have artists in residence, or a visiting performance group. One of the
principals interviewed from a smaller school stated “We have had performance
groups in – but we can’t do that too often as it costs so much. Also with a small
school a lot of the groups won’t come as you have to have a minimum number of
children and they don’t want to travel either – we are a long way from Melbourne”
(S11,T1).
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Schools try to involve local talent where available. One of the teachers interviewed,
invited a parent to help
Sometimes we have parents who come in and do different things. One of our
parents belongs to a ‘rock and roll’ dance group and she brought some of her
friends along to teach the children a couple of dances. (S11, T2)
The class was able to use this dance and appropriate songs that they found in one of
their resources, in the school concert. Another teacher informed me that when the
school went on an excursion to a theme park, that the children were taught bush
dancing, which they were able to later present in the school concert.
Nearly 75% of those interviewed said that their school depended on the Annual
School Concert as one of the important means of providing Performing Arts
experiences to their students. “We have the school concert each year and every child
has to be part of it” (S11, T1). Another teacher stated that the parents were looking
forward to the concert each year, as the high quality presented by the children was
becoming something to look forward to, “The school concert is growing within the
community…comprising singing and dancing using elements from the various
disciplines of Performing Arts” (S18, T3).
The Victorian Essential Learning Standards (2005) notes the importance the Arts
have in helping children to explore their own and other students’ cultures. Other
writers also mention the importance of children, the Arts and culture in their research
(Geoghan, 1995; Stephanakis, 1999).
The current Asia Education Foundation (AEF) program, Studies of Asia, [Australian
Asia engagement through studies of Asia in Primary schools] was the most common
program utilised by teachers in their efforts to help their students explore diversity
and practices of the different cultures within their community. Teachers used this
program as part of their Integrated Curriculum and explored both Visual and
Performing Arts. The reason given for using the Studies of Asia program was the fact
that in the small country towns of the Northern Zone, there are not a great number of
families from different cultures. A Principal in one of the small schools stated
“Sometimes we will do the studies of Asia stuff, as the books are good” (S15, T1).
Another teacher commented when asked about celebrating cultural diversity in their
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programs “I don’t think we do. We don’t really have a great diversity in our culture –
so we don’t have much to explore” (S7, T1). The teacher in another small remote and
rural school maintained “Not many cultures are represented within our own
community. At Easter we have a variety of cultures celebrating at the local music
festival – the community is invited” (S4, T1). Some schools celebrated and explored
the Indigenous heritage of the area, but this was not widely implemented, according to
the results of interviews.
Due to the link with ACU Ballarat, a number of the schools had trainee teachers from
Fiji and East Timor come for practice teaching rounds in their schools. These schools
made the most of these opportunities and explored some aspects of the countries of
the trainee teachers. This usually included the Arts with an emphasis on dance on a
number of occasions – especially when the trainee teachers were female. “Visiting
students teachers and other visitors have shared their cultural experiences with the
whole school community” (S4, T1), commented the teacher from the rural school.
Owing to the low numbers of different nationalities within the school and town, 80%
of those interviewed noted that their school communities did not see this as an
important part of the school curriculum. It is anticipated that as planning utilising
VELS develops, then schools will see the importance of exploring other countries in
comparison to Australia, possibly through the Civics and Citizenship domain.
Most of the small schools ensured that somehow their children were able to view
professional performances. When they took children to a larger town for school camp
they endeavoured to take the children to a performance. Some schools clustered with
a fellow school to share the cost of bringing an artist to the local town. Some used the
Country Education Program (CEP) funding to aid this pursuit. “Four performances a
year from the Victorian Arts Council, were subsidised by the CEP” (S4, T1).
Unfortunately, there were still a number of schools who were unable to give their
children the experience of a professional performer due to lack of funding. Even the
larger schools found it difficult to offer children visiting artists, due to distance and
cost.
In terms of being able to go to performances, we are limited in two ways travel
and the cost of buses. The other limitation is what actually comes to schools
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in this area. The cost of the visiting performance could be a limitation. (S17,
T1)
Other schools endeavoured to plan through their annual budget to allow for visits
from professional artists. “Within the whole school budget, each year money is
allocated to allow the students to attend an onsite visiting performing artist” (S9, T1).
The small rural schools made an effort to cluster with other schools in the vicinity to
share the cost of visiting artists and performances. “Sometimes, if the state school is
having a group, we are invited over there – but they don’t seem to have them come up
either” (S11, T1). Another teacher reports “Again being in a small remote town limits
the opportunities. Sharing the costs with the local P – 12 is usually the only way we
can provide students with such performances” (S18, T1)
4.4.2 Arts Co-ordinators and Budgeting for Performing Arts.
None of the schools who had personnel interviewed, had a co-ordinator for the Arts.
Where teachers were responsible for taking more than one class for the Performing
Arts, they were given some extra planning time for this role.
When asked why they did not have co-ordinators, the usual response was that with co-
ordinators for Religious Education, Literacy, Numeracy and Technology being an
expectation of funding, that schools did not have the personnel to take on the
responsibility for the Arts. This was especially so in the small schools, “As we are a
small school, co-ordination of all key learning areas is a shared responsibility” (S18,
T1). However, even the larger schools did not have a formal role for co-ordinating
Performing Arts, “We don’t have a co-ordinator for arts, we only have them for Maths
and Literacy and ITC. Oh, and RE of course, but not the Arts” (S7, T1).
Two of the teachers mentioned that when it came to concert time, one of the teachers
did take on the role of co-ordinating, or organising this event, but it was not formally
acknowledged with title, time or funding. The Principal of a small school noted “One
of the teachers usually takes on the organisation of the concert – but that’s because
she likes to do it” (S15, T1).
In response to the question about funding for Performing Arts, only one school had
specific funding for this curriculum area and this was a small school which used
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Country Education Program funding towards bringing in performers, or taking
children to performances outside the town, as referred to in the section above. All
other schools put some funding to the Performing Arts, depending on needs of other
curriculum areas. With the funding that is expected to be put towards Literacy,
Numeracy and Technology, often there is only enough left to maintain resources that
are already there.
Not many schools have purchased new instruments for music for a number of years.
They will purchase new CDs, usually in the area of Religious music and some music
for dance or singing activities. However, these purchases are usually as specific
requests from teachers, and not as a means of constantly adding to resources to ensure
an interesting and vibrant program in Performing Arts will be implemented.
Some schools utilise excursion funds to take children to live performances, rather than
specifically budget for these events. Schools will also try to work with other schools
in the town or within their cluster group, to share costs of visiting performers, buses to
venues and even some resources.
4.4.3 Professional Development
As determined through the questionnaires, not many of the teachers have participated
in professional development activities for the Performing Arts. Where professional
development has been accessed, it has been through the visits of the Curriculum
Advisers from the Catholic Education Office, Ballarat. The activities for professional
development as offered by the CEO, are outlined further in this discussion. A number
of those interviewed mentioned the different forms of professional development in
which they had participated recently:
“We had a closure day last year when (Curriculum Adviser) took us through
some of the ideas for teaching dance and drama and things. It was good. I
was able to use the ideas in class when we explored the environment” (S11,
T2)
“Visits from CEO personnel to work with children” (S17, T2)
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“Professional development in our situation is gained from our curriculum
advisor/education officer with the catholic education office. The learning one
can do from seeing the different elements of the Arts used within the
classroom, leads you to want to get in there and have a go” (S18, T1).
Reasons given for not participating in professional development are mainly those of
having to attend so much other professional development in the areas of Religious
Education, Literacy, Numeracy and Technology. Teachers become very concerned
when they have to be out of their classrooms to attend these days, and believe that
they cannot be expected to leave their classrooms to attend Performing Arts days. “If
any teacher wants to go to PD being offered I let them. I always put the flyers on the
staff room table. But they are just too busy with maths and literacy” (S15, T1).
Teachers are continually being reminded through the mandated testing and reporting
of Literacy and Numeracy, the funding given and the time allotted to them in the time
table, that these are the important areas of the curriculum, and should therefore take
priority when it comes to professional development. As one Principal claimed “We
have to do so many of these days with CLaSS [Children’s Literacy Success Strategy]
and Early Years Numeracy, that the teachers are out of their classrooms too much
already – especially in a small school” (S15,T3). Another teacher stated “I haven’t
been to any PD for the Arts. The school is concentrating on Literacy and Maths – so
they are the days that we go to” (S7,T1).
4.4.4 Assessment, Feedback to Students and Review of Performing Arts
Programs
Teachers noted that their feedback to students about the Performing Arts activities
was usually offered in an informal way. Some teachers had children complete self-
assessment tasks and others had the children’s peers assess the activities. The
informal feedback was usually as part of developing children’s ability to critique
Performing Arts works. Children would be invited to make a comment about the
work of other students. These comments had to be positive and be able to assist the
children presenting their work, develop and improve their skills. This form of
assessment is formative, as discussed in Chapter Two (Annandale, Bindon, Handley,
Johnston, Lockett & Lynch, 2003; Forte & Schurr, 2004).
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Completion of learning journals in the Performing Arts was encouraged by 78% (14)
of schools. As part of their assessment, children reflected upon the Performing Arts
works they had completed, in these journals. They were expected to write or draw
about what they did in class and what they believed they needed to learn to continue
to improve their work. These journal activities were completed for most curriculum
areas. The younger children were asked to reflect upon what they enjoyed in their
classes in the Performing Arts activity being pursued. A teacher at one of the smaller
schools stated “The students were encouraged to record how they felt about the
different experiences, what they had learnt and what they enjoyed were the two main
foci for their first experience” (S18, T1). Another teacher helped the children
complete their self-assessment or reflections on the activity “Sometimes I will write in
their learning journals when they have done some reflective piece on the song they
learned. But that’s about it” (S7,T1).
The school concert was used by 43% of the teachers, as part of the assessment of
children’s work. There were no criteria developed, so often teachers were not sure
what they should be looking for to determine the progress that children had made in
the Performing Arts. Although this could be an effective form of assessment, without
pre-determined criteria or standards, then often it was not successful. However, it is a
positive that teachers are seeing that assessment does not always have to be a test. A
teacher from a smaller school stated “We don’t have a comprehensive report on the
Arts. Probably the concert is where they really find out what the children can and
have done” (S11, T1). When asked about their assessment, the teacher of one of the
rural schools asserted “There is a small section on the report for the Arts and
Performing Arts is part of this. The only other way we report is the actual school
concert where parents can see what the kids are doing” (S15, T1). This comment is
of concern as the teacher differentiate between assessment and reporting. The
Principal of yet another small school said that the parents were informed about the
assessment of the Performing Arts “Via parent teacher interviews and the formal
reports and performances – concerts, open days and art displays” (S4, T1).
The responses to the question about evaluating current Performing Arts programs,
were of concern as not one of the teachers interviewed stated that they have had a
formal evaluation or review. Some teachers did not see that it was relevant to review
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what they believe is not being taught in the school, as a unified program. Others had
had an informal review of what was happening “Informally at staff meetings” (S4,
T1). Another school evaluated their programs informally also “Though no formal
reviews have occurred, the content and direction are reviewed during whole year and
term planning meetings” (S18, T1). Nearly 30% of schools (5) were waiting to have a
formal evaluation as part of their preparation for Registered Schools Board (RSB)
Review. “We haven’t really tried to review the program at this stage, but we will
when we prepare for the review” (S15, T1). As these RSB reviews happen only every
six years, this can mean that schools are not reviewing what they are teaching and
thereby ensuring that it is current educational practice.
With the pressure to ensure that Literacy and Numeracy were implemented to the
standards required by government to maintain funding, then some schools believed
that they did not have the time to review other curriculum areas. Also, as in the
Ballarat Diocese there has been a focus on Integrated Curriculum, teachers again felt
that expectations are just too great, and they cannot give the time to review subjects
that are not a focus area. One teacher made the statement about evaluating curriculum
“We don’t. We’re trying to get integrated curriculum happening and we just don’t
have time to evaluate Performing Arts” (S11, T1). Added to non-attendance at
professional development, this could lead to very poor standards in the Performing
Arts activities that are being implemented.
4.4.5 Support from Catholic Education Office
All those interviewed acknowledged that the Catholic Education Office must continue
to support teachers in their implementation of Performing Arts. Most schools wanted
on-site support from curriculum advisers, who could give demonstration lessons and
assist with developing lesson plans, program plans and school documentation. The
request from a Principal at a school to the Catholic Education Office was to raise the
profile of the Performing Arts in our schools to make it at least equal to sport “We
must raise the profile of the arts in the diocese. If the emphasis is on Sport, I would
see that we therefore need equal emphasis on performing arts” (S4,T3). Another
teacher believes that it is the responsibility of the Catholic Education Office to offer
professional development in the Performing Arts. “I wouldn’t mind some PD on
dance and drama. I’m fairly confident with the music, but I need help with the dance”
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(S7,T1). Teachers also want assistance with finding resources and with fostering the
notion that the Arts are important in a child’s education. Of those interviewed all
wanted assistance with resources, as they are unsure which were the best to use, and
where they can be found. They feel that Curriculum Advisers would have a greater
knowledge of and access to these resources and need to inform the schools as new
ones come on the market.
Based on these responses from teachers in the Northern Zone, there does not appear to
be a consistent and cohesive approach to implementing the Performing Arts in the
Primary schools. Each school has developed its own understanding of the Performing
Arts and how they should be implemented in the school. Some link them with other
curriculum areas and offer the Arts as part of an integrated curriculum. Others offer
specific Performing Arts classes, often just prior to the annual school concert.
Although the Catholic Education Office details the need for a Program Plan in
Performing Arts, until recently the Office did not offer professional development to
the schools on how to develop and implement such a program.
In this chapter I have presented the data collected from questionnaires and interviews.
The data has been discussed and reasons why teachers implement, or otherwise,
Performing Arts programs have been analysed. In the following chapters, proposals
on how teachers can be assisted in implementing Performing Arts programs will be
proposed and conclusions to the study offered.
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CHAPTER 5
MODELS
In this chapter, I will present a number of models that have been developed as a result
of the research, to highlight and support the importance of designing and
implementing Performing Arts programs in primary schools in the Northern Zone of
the Ballarat Diocese. The successful implementation of a Performing Arts program in
the Early Years of a child’s education is largely dependant on effective, quality
teacher professional development. Whether programs are part of an integrated
approach or stand alone, they will not succeed if teachers lack confidence and
knowledge about what they are teaching. It is imperative that the Performing Arts are
part of a framework of quality teaching, learning and assessment strategies. The
support of parents and the wider community is essential, as is the financial support of
the Government and Catholic Education Systems. If there is not a whole school
approach to implementing the Performing Arts, then a lone classroom teacher will be
faced with overwhelming difficulties.
5.1 Model for Curriculum Development in Performing Arts
Schools are centres for learning and at the very core of these centres are the children.
Whatever happens in a school should be aimed at assisting children to grow into
positive and upstanding members of society. As highlighted in the Victorian
Essential Learning Standards Overview (2005) “Schools have a key role to play in
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developing skilled, flexible, responsible and creative young people” (p. 1). In the
model, the child is placed at the centre of all that happens at the school (Figure 5.1).
The Teaching and Learning and Assessment must be designed to suit the educational
requirements of the child. These structures are based on 1) the three strands of the
Victorian Essential Learning Standards, 2) the Religious Education and 3) the
Performing Arts, and I believe that this is a vital aspect of the school planning and
must be highlighted in the discipline based learning strand. As the research described
in Chapter Two is showing, the use of an integrated method of presenting the learning
needs of the children surrounds the child in this model of Early Years Education.
Figure 5.1 The Child as the Centre of all that Happens in a School
Children do not learn in isolation, but need to make connections from past knowledge
to new, from known skills to the newly needed skills. The integrated curriculum is
one way of achieving this style of learning.
The planned model for the development of Performing Arts programs in primary
schools in the Northern Zone of the Diocese of Ballarat, includes and involves the
Government and Catholic Education systems. These systems support each other
through the granting of funds and the utilisation of these funds in appropriate and
productive ways (Figure 5.2). The Catholic Education Office has worked alongside
the Government Education Department in the development of a curriculum that
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educates the whole child – the Victorian Essential Learning Standards. The schools
within the Northern Zone of the Diocese are expected to implement this curriculum
with assistance from CEO Ballarat, thus the links to and from each of these important
partners in education.
Figure 5.2 System Support for Education
Ensuring that schools are able to develop, implement and maintain these programs for
children’s’ learning is the responsibility of other stake holders outside the school.
Parents and the wider community, including the Parish in which the school is situated,
need to work with the Catholic Education System as well as with Government
departments, to ensure that the school is able to offer facilities and programs that will
enable the children to grow to their fullest potential.
Parents and the wider community have a role to play to ensure that the Performing
Arts are taught in Catholic Schools in the Northern Zone. Through their
understanding of what the Arts can do to assist in the development of a child, their
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task is to encourage the local school to implement Performing Arts as part of the
curriculum. Parents and the community also have a responsibility to ensure that the
Catholic Education Office, Ballarat is supporting the teachers within the schools and
that the Government is offering financial support to their children’s school to provide
teachers with quality professional development. It is the Government which should
also assist schools in gaining and maintaining the necessary resources for
implementing quality programs. Again, the arrows flow in both directions, as
Government, CEO, schools, parents and the wider community work together to ensure
the growth and development of the whole child.
The domains in the Victorian Essential Learning Standards are presented in and
through an integrated approach to implementation in the model. According to many of
the writers presented in Chapter Two, the Performing Arts are an integral part of this
curriculum within the school, they have been placed as a direct link between the
student and the Discipline Based Learning strand of VELS. Religious Education is
also included in this Integrated Curriculum circle with links flowing in and out of the
curriculum to the centre point of our schools – the child (Figure 5.3).
Figure 5.3 Curriculum Links
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Underpinning all the above, is the quality of the teaching staff in the school. The
aspect which is the foundation upon which the successful implementation of quality
Performing Arts programs is built, is the initial education of the teacher, and then the
continuation of appropriate and effective quality teacher professional development for
the teachers of students in the Early Years of Education. To make sure that programs
presented in the school are relevant and of high quality, then teachers need to have
many opportunities to participate in professional development that will enable them to
immerse the children in learning experiences and activities pertinent to their needs.
As discussed in the literature, it is also the responsibility of the teachers to accept
these opportunities and participate in the professional development being offered.
When each of these smaller models are connected, then the overall picture of the
implementation of the Performing Arts in the Early Years of Education can be seen in
Figure 5.4.
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A vital part of the Teaching and Learning and Assessment framework in schools, is
the Victorian Essential Learning Standards. Although in Figure 5.4 the three strands
of the VELS have been presented as individual strands, they are in fact designed as
three interwoven strands, which highlight the need for teaching, learning and
assessment strategies and standards across all areas of the curriculum – not only in the
discipline areas (Figure 5.5)
Figure 5.5 VELS Strands (2005)
The purpose of having these interwoven strands is to provide students with the ability
to organise and be responsible for themselves and for the relationships they develop
with others in their class and school. They need many opportunities to understand and
know about the world in which they live and to then take responsibility for being
effective, creative and thinking members of society. According to the Overview of
the VELS (2005) “The Interdisciplinary and Physical, Personal and Social Learning
strands are intertwined with the commonly accepted core bodies of knowledge
(disciplines) which are central to any curriculum framework. The Standards do not
replace the core disciplines. The disciplines are related to the other strands in a new
and integrated manner” (p. 3). This should ensure that the children will be able to
succeed in their future life situations as they “develop the capacities to
 Manage themselves as individuals and in relation to others
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 Understand the world in which they live
 Act effectively in that world”
(Introducing the Victorian Essential Learning Standards, 2005, p. 3)
In the Catholic schools in the Diocese of Ballarat, there is an additional aspect to the
curriculum being implemented and that is the Religious Education. It is a vital part of
the education of the children in the schools in the Northern Zone and is clearly
presented as one of the aspects of integrated curriculum being taught in the schools.
Schools are responsible for planning their programs and their teaching, learning and
assessment strategies to ensure that these strands interweave and give to the children
the essential details they need to know and be able to achieve, to be fully developed
members of society.
Another way that the Performing Arts in the Early Years of Education are presented is
shown in Figure 5.6, with the Performing Arts being the centre of the model.
Through, and in the Performing Arts, teachers utilise teaching for learning strategies
which will assist the students in their learning. Again the support of the whole school,
the CEO, government education department as well as parents and wider community
is vital. Teachers need a curriculum that will ensure the necessary learning for
children. Education for pre-service and experienced teachers is essential for the
completion of a successful model for teaching and learning in and through the
Performing Arts.
The links between teachers, students and the teaching and learning and assessment
strategies through the VELS is very important, with the arrows flowing both ways
because no single aspect of the education can stand on its own. Parents, the wider
community and teacher education and professional development all impact on the use
of the Performing Arts as a central focus in educating children in their early years of
development.
Children learn through the disciplines of the Performing Arts as they develop skills,
values and attitudes necessary for quality life in the community. Through Performing
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Arts activities children develop attitudes which assist them as they learn to participate
in teams whose members have not only diverse backgrounds, but interests, skills and
knowledge that are different. As discussed in Chapter Two, these are important
attributes for children to learn if they are to be successful, competent members of
society.
(TLA Teaching, Learning and Assessment)
Figure 5.6 Performing Arts at Centre of Curriculum
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The first strand of the Victorian Essential Learning Standards (2005) outlines the
Physical, Personal and Social Learning domains which have been deemed essential
for children’s growth and development. Through the implementation of this strand
and its contents, children will gain knowledge, skills, attitudes and values which will
assist them in the development and maintaining of social relationships (Figure 5.7).
Figure 5.7 Knowledge, skills, attitudes and values to be taught through VELS
Children will learn about the importance of maintaining a healthy lifestyle and
develop skills to work with and learn from their peers as they grow and develop as
informed and confident members of society. Each of these very important learnings
can be achieved through the implementation of a quality Performing Arts Program,
where the learner is the most important and central point of the program (Figure 5.8).
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All that happens begins with the learner, and all that the learner does effects the
learning experiences planned.
Figure 5.8 The Learner as the centre of Curriculum
The activities and strategies designed for learning in Dance, Drama and Music can
assist children to build effective social relationships as they learn to listen to
classmates and view the Arts works others have created. They learn to accept
comment and criticism from other class members as a result of their own Arts
presentations. Children are given opportunities to develop skills of goal setting,
completing assigned tasks, problem solving and developing skills in creative and
critical thinking. The values of respect, justice, perseverance and the skills of goal
setting, relationships building and problem solving are all learned through
participation in Performing Arts. Knowledge is gained through the exploration of
Dance, Drama and Music. Children learn historical facts when they are learning
about the Arts works of the great choreographers, actors and composers. Through the
Performing Arts activities they are given opportunities to explore, to create, to work
with others, to present, to learn relevant skills, knowledge, values and attitudes which
help them become positive and informed members of the community (Figure 5.9).
The Learner in
Dance, Drama and
Music
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Through the integration of Arts with other discipline areas, children’s learning is
connected
and therefore easier for them to accomplish, as discussed in Chapter Two. Through an
immersion in Performing Arts activities, children develop and utilise skills, learning
and the use of information, to grow in positive social attitudes. To support this process
activities based on Performing Arts can be implemented in the other Domains and
Dimensions, including Religious Education.
In the following model, each of the strands of the Victorian Essential Learning
Standards has been divided into the Domains which are included in the specific
Strand (Figures 5.10, 5.11 & 5.12).
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Figure 5.9 Learning through the Performing Arts
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Figure 5.10 Domains in Physical, Personal and Social Strand of VELS
Figure 5.11 Domains in Discipline-based Learning Strand of VELS
Figure 5.12 Domains in the Interdisciplinary Learning Strand of VELS
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Religious Education has been included as a major part of the model. In Catholic
schools, Religious Education connects and intertwines with all other Domains, while
it is a Domain in its own right. It has been divided into a number of Dimensions
which have been designated by the Religious Education Office of the Diocese of
Ballarat. These dimensions are Knowledge and Understanding, Reasoning and
Responding, and Personal and Communal Engagement (Figure 5.13). Each of these
dimensions has then been organised into levels and standards, similar to VELS.
Performing Arts activities can be utilised to assist in the teaching of Religious
Education as discussed in Chapter Two, just as they can be used to teach aspects of
the other Domains.
Figure 5.13 Dimensions in Religious Education Domain
The Strands of VELS should be interwoven, and as shown in Figure 5.14 Religious
Education is an intrinsic part of the curriculum in a Catholic school. The Performing
Arts are shown as a central point from which the other domains and dimensions of
VELS can be explored and taught. With the implementation of Performing Arts
programs this interlacing of the curriculum Domains can be a simpler task for the
classroom teacher. The importance of Religious Education is also demonstrated with
the representation of the different Dimensions in this Domain.
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Figure 5.14 Religious Education and the Strands of VELS
The Performing Arts can be the centre point for the planning of the school curriculum.
As has been explored and stated previously, there are many skills, values, attitudes
and much knowledge in the different domains that children can investigate through
activities in the Performing Arts.
Each of the models presented in this chapter are connected. Each explains an aspect
of another and when viewed as a set of models, demonstrate the importance of
implementing Performing Arts programs in the early years of a child’s schooling.
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5.2 The Resource
In this section I will introduce and discuss Performing Arts for the Early Years: A
Dance, Drama and Music Resource for Teachers, the resource that has been created
as a result of this study. The resource has been developed parallel to the research in an
endeavour to assist teachers in the implementation of Performing Arts in the primary
schools of the Northern Zone of the Diocese of Ballarat. The resource is based on the
concept of integrating the Performing Arts across the strands and into the domains of
the Victorian Essential Learning Standards being put into practice in the schools.
The project was started during the period of the Curriculum and Standards
Framework II With the introduction of the Victorian and Essential Learning
Standards, there have been some changes made to this resource. These changes are
apparent in the exemplars of units of work where both Curriculum and Standards
Framework II outcomes and the standards created for the Victorian and Essential
Learning Standards have been documented in an effort to assist teachers with a
smooth transition from one curriculum to another.
This resource has been developed with the generalist teacher in mind. An endeavour was
made to produce activities which are suitable for the teacher who is a practitioner, a
thinker and a facilitator. It is anticipated that teachers will develop these theories and
activities further. Some of the theory that was discussed in Chapter Two of this study,
has been included in an effort to demonstrate to teachers why different sections of the
book have been incorporated. In all areas ‘user friendly’ language has been utilised in
order to assist generalist teachers who may not be confident in their knowledge of
Performing Arts ‘jargon’. It is anticipated that teachers will explore the elements of the
Performing Arts outlined in the book and adopt and adapt the strategies and activities to
make them suitable for their own classrooms.
The format of the book has been planned in an attempt to have teachers read and
understand the theory underpinning the decision to include the different sections of the
resource. It has been organised into these sections to assist the generalist teacher, who
does not have a great deal of experience, skills and knowledge in the Performing Arts,
to encourage them to implement this domain in their classroom
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A brief overview of the Victorian Essential Learning Standards and its importance in
the Performing Arts classroom has been included in the resource, in an endeavour to
assist teachers in their understanding of the new curriculum. A succinct explanation
of Integrated Curriculum and how Performing Arts can enhance units of work created
for the discipline domains, has also been included for the classroom teacher.
Integrated Curriculum allows children to investigate, collect, organise and present
information so that they can see the relationships, or connections between what they
are learning and how to use this learning in their lives. Suggestions on how an
Integrated Curriculum can be utilised by teachers to select and organise what is
demanded by the school, system or government have been incorporated in this
section. Ways that new learning can be presented to children in the classroom in an
interesting and relevant way have been included as well.
As Assessment as, of and for learning is an important part of all curriculum planning,
it was decided that an explanation of how, where and when assessment strategies can
be used, should be another inclusion in this section of the resource. Learning
experiences in dance, drama and music can offer many prospects for gathering
information about children’s progress in the Arts. Teachers are reminded in this
section, that they need to select appropriate tasks for the particular Performing Arts
discipline for which the assessment is to be instigated.
These three topics a) the Victorian Essential Learning Standards, b) Integrated
Curriculum and c) Assessment are all significant aspects of a successful Performing
Arts program and have been given their own section in the resource to encourage
teachers to take the opportunity to read the information before they plan and
implement a class program.
The section includes basic information on the three Performing Arts disciplines of
Dance, Drama and Music and suggests strategies to assist teachers in the instruction
of specific skills and knowledge in these areas. The elements of Dance, Drama and
Music and the different forms for each discipline are outlined in the third section of
the resource. There is also a scope and sequence to inform teachers of the different
skills and knowledge children should attain at the different levels. The section has
been incorporated in the resource to aid the generalist teacher in their understanding
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about and gaining of basic knowledge in relation to the different disciplines of the
Arts. The scope and sequence has been presented in a format so that teachers can
easily distinguish the developmental stages of children as they gain knowledge and
skills in Performing Arts. It is colour coded for easy interpretation, and has been
presented in the Victorian Essential Learning Standards levels as well as class stages.
The very strong connection offered by the concept of ‘movement’ is outlined in
Section Three. This is the concept that suggests a central connection between Dance,
Drama and Music. The links are presented in a graphic format which is easy to
interpret, and highlights the importance of working with these three disciplines in an
integrated manner, as well as exploring them in an explicit or discreet form.
An overview of the elements in the Performing Arts has been created and then each
discipline has had its specific elements presented in a more detailed format. The
different forms of Dance, Drama and Music have also been placed in this part of the
resource to support teachers as they present children with many varied experiences in
each discipline of the Performing Arts. Dance can be created and presented as new
work, as improvised work, or as an item that has been created by another person and
then reworked by the children. They may learn social dances or explore the space
around them through a newly created dance. The different forms of Drama, for
example role play, puppetry, mime and dialogue are presented and considered in this
section. Teachers are encouraged to offer children opportunities to make music
through song and instrument, individually or as part of a group.
The skills and knowledge required to plan and teach the Performing Arts are based on
the Victorian Essential Learning Standards (2005) and the Curriculum and Standards
Framework II (2000). Ideas and suggestions for organising the classroom, for
planning, assessing and maintaining records are offered in the next segment of the
resource. There are also a number of activities, strategies and guidelines for teaching
necessary skills in the different disciplines of the Performing Arts suggested for the
teachers to use in their classrooms.
Each of the themes in this segment of the resource, ‘In the Classroom’, has been
included in an effort to help teachers in their planning and teaching of different
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strategies and skills in Performing Arts. Suggestions on the role of the teacher have
been placed at the beginning of the section, with ideas on how to organise the class,
participate in activities themselves and maintain control in what can sometimes be
perceived as noisy and chaotic learning centres. Guidelines for student behaviour
have been incorporated and presented in a way that teachers can copy and enlarge, for
display in classrooms. By having these pages displayed, they act as reminders to the
children on what is expected of them during Performing Arts activities. Also included
is a set of guidelines for co-operative group work in Performing Arts classes. I felt
that this was an important item to include, as the Performing Arts are an excellent
vehicle for teaching children about the concepts outlined in the Interpersonal and
Personal Learning domains of the Victorian Essential Learning Standards.
To assist teachers with planning the assessment which was outlined in section one ‘In
the Planning’, a number of relevant questions and assessment instruments have been
included in this part of the resource. To further assist them in this aspect of program
development and implementation, an explanation of how to create and use a rubric
has been written. Examples of rubrics and checklists have been presented for each of
the Performing Arts disciplines, and teachers are encouraged to utilise these samples
or create their own, which will be more relevant to the topic or skill they are teaching.
Before children begin to learn any skill, they need opportunities for voices and bodies
to ‘warm up’. A number of activities have been included in this section to ensure
teachers are giving children safe ways to prepare their voices and bodies for the tasks
they will explore during class. The activities are meant to assist children in the
development of skills that they will need for the creation or presentation of
Performing Arts works.
Improvisation is an important part of all three of the Performing Arts disciplines.
Children often find that to be able to create a new dance, piece of drama or music
without having to remember exactly how they have made the Arts work easier than
remembering pre-made works. It can be through improvisational work that children
are able to truly express their thoughts and feelings about subjects being explored in
class. This is especially so when they are exploring abstract concepts such as joy,
anger, the wind or friendship.
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As children are given the opportunity to explore how their body works and what they
can do with their bodies in Dance, Drama and Music, the teacher must have some
ideas on what the body can do. The suggestions in this section have been included to
assist teachers as the children are encouraged to investigate how they might be able to
use each part of the body to develop a new skill or to create Performing Arts works.
Other activities have been described in this section in an effort to give teachers
examples of how to teach important concepts to children in the early years of
education. These activities have been designed to give teachers as much support as
possible, as they implement Dance, Drama and Music in the curriculum. Skills to be
taught have been presented in simple table form with ‘hints’ on how to teach the
skills, being given for each area of the Performing Arts. Ideas for teachers to make
support materials (flash cards) to help children as they create Performing Arts works
have been created and offered in the ‘In the Classroom’ section of the Resource.
The final part of the third section, is the suggested content of a Resource Box. This
resource box should contain the many items that are often known as Props in the
world of Theatre. These Props will be used by children to help develop and portray a
character, or perform a dance, or help to explore space. The resource box might also
contain appropriate musical instruments both purchased and home made. The list of
musical instruments which are pertinent for young children has been presented in this
section as well.
As part of knowing about Performing Arts is the performance aspect, it is important
that children know about the space in which they would usually perform, that is the
theatre and more importantly the stage. Therefore, a number of ideas, including the
planning and organizing of the school concert, are proposed in the following section
of the resource
Even at a young age, children need to have an awareness and knowledge of
performance space. The terminology of the theatre can be introduced to children and
they can explore ‘locations’ on the stage in simple and enjoyable activities as they
learn basic stage craft.
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The School Concert is often the highlight of a school year. It can also be one of the
greatest causes of stress to teachers who have not planned and implemented a
Performing Arts program through out the school year. To assist the teacher who is
invited (or volunteered by others) to co-ordinate the school concert, a number of
suggestions and ideas have been presented in this section in an endeavour to make the
task a little easier.
Also included are the expected and appropriate behaviours of those who are
performing and those who are to be members of the audience. These two topics have
been included as, in today’s society, many children do not have opportunities to be
part of live performances. As teachers, we have a responsibility to instruct these
children on how to behave in an appropriate and acceptable manner, on stage and
possibly more importantly, as an audience member.
In the fourth section of the resource a number of exemplar units have been included to
demonstrate the different ways the Performing Arts can be integrated into units based
on specific disciplines or concepts. These units have been organised in the different
year levels, and activities specific for the learning needs of children at that level have
been listed in each of the disciplines. The units of work are specific to the year level,
with some being planned for performing Arts disciplines only and others being based
on concepts to be taught through integrated units of work.
The following three sections in Performing Arts for the Early Years are centred on the
classrooms and what can be taught at each class level. Each part of ‘In the Learning
Centres’ has been organised in a way which hopefully, will give teachers ideas and
strategies appropriate to planning in Performing Arts programs for their own class
level. Each section has been divided into an overall framework for the class level.
Then each Performing Art’s discipline is presented individually with activities created
to assist in the teaching of specific concepts and skills in that discipline.
To complete the section a number of units of work appropriate for the class level have
been created. These units have been developed based on picture story books which
can be used to help children explore a concept relevant to their learning. Each book
has been chosen for its suitability for both introducing a topic or concept, and also for
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the grade level exploring that topic. Some of the units have been written as
Performing Arts specific units which can be added to a classroom unit on the topic.
The other units have been written as complete integrated units of work with the
necessary support materials and checklists included.
In the next section of Performing Arts for the Early Years the resources that would be
not only appropriate, but I believe essential for the classroom teacher are listed.
These resources are teachers’ books, suggested music as well as the picture story
books used in the units of work. The teachers’ books contain many relevant and
interesting activities, as well as further important information to assist teachers in
developing Performing Arts programs. The music CDs listed are those which have
been used in the units of work, and also music that is suitable for children in their
early years of schooling to use in dance, drama or music activities.
As explored in Chapter Two there is much literature about Dance, Drama and Music
available to teachers. Knowing that teachers in primary schools are extremely busy,
and often do not find or indeed make the time for professional reading, I decided that
I would include in this Resource, those books which I have found to be most
beneficial to my own planning of Performing Arts programs and activities. There are
of course many more that I believe are relevant for teachers creating and
implementing activities to assist children in their learning in the Performing Arts,
however, as there is a need to select only a few, those in the resource are those I use
the most.
Teachers often ask where do you find appropriate music to use in Performing Arts
classes? My response to the question is you must find time to look and listen. With
young children I have found that as they often know the music of the animated films,
then the use of these soundtracks will gain the most response from the children.
Therefore, I suggest that you try to keep up with current children’s films and when
possible obtain the music played in these films. Classical music also has a very strong
influence on my choice of music when working with children. This is not only
because I believe that they should have many experiences of excellent music, but also
it is in classical music that variety within the music itself, can be found. Accordingly
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I also suggest to teachers that they obtain compact discs which have a variety of
classical artists and composers represented.
The picture story books chosen for the particular units of work in this resource, have
been selected because I liked them. I believe that picture story books can be used to
teach any age of student. You can usually find a picture story book that will help you
and the children in the class explore the current topic, or concept, in an enjoyable and
interesting way. The art work in picture story books is itself a source of inspiration to
children as they create dance, drama and music works of art.
Performing Arts for the Early Years: a Dance, Drama and Music Resource for
Teachers is the culmination of not only the study that I have undertaken, but also
many hours of work with teachers and children in the Northern Zone of the Ballarat
Diocese.
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CHAPTER 6
CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS
6.1 Conclusions
At the commencement of this study I identified the aim of the research as being an
investigation of teachers in the Northern Zone of the Diocese of Ballarat and the
implementation of Performing Arts programs in their classrooms. The main research
question to be answered was
How do the teachers in the Catholic Diocese of Ballarat implement the
Performing Arts strand of the Victorian Essential Learning Standards (2005)
or the Curriculum and Standards Framework II (2000)?
with the secondary questions:
1) What is the role of the Performing Arts in teaching and learning in the early
years of schooling?
2) What are the necessary components of a Performing Arts program?
3) What teacher education is offered to generalist teachers who are expected to
implement the Arts strand (particularly the Performing Arts), in their
classrooms?
4) What support is given to the implementation of the Arts (particularly the
Performing Arts) at school and Catholic Education Office levels?
As a result of the research process which (included questionnaires, interviews with
teachers and administrators and informal discussions with teachers and children) and
in the endeavour to respond to the research questions, I have arrived at a series of
conclusions about the Performing Arts and its implementation in Primary schools in
the Northern Zone of the Catholic Diocese of Ballarat.
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To ensure that responses to the questionnaire were authentic and coming from
qualified and knowledgeable respondents, it was important to determine the
background of the teachers in the schools. They were asked about their initial
education and the subjects undertaken, particularly in the area of the Arts. It was
revealed that during initial and post-graduate teacher education, teachers participated
in units for Performing Arts as minor subjects. Only very few took music or drama as
a major subject. This means that most classroom teachers do not have the knowledge,
skills and understandings to implement a comprehensive Performing Arts Program;
rather they are using aspects of the Performing Arts disciplines to enhance their
integrated curriculum units.
Although many schools do not have the recommended (Catholic Education)
documentation regarding the implementation of the Performing Arts, and programs
developed for the specific implementation of the different areas of the Arts, teachers
are endeavouring to address facets of the Performing Arts as part of an integrated
curriculum. It is however, evident that these lessons do not have the same status and
significance as other curriculum areas, which indicates that they are not perceived as
important. In many classes the Performing Arts were taught only during the term
when the annual school concert was to be held. This demonstrates that the Performing
Arts are seen in these classrooms as a presentation concept – not as another means to
assist in children’s learning. It is evident that teachers are not using the curriculum
documents to assist in planning their Performing Arts programs. The Curriculum and
Standards Frameworks II although strongly recommended, was not mandated for use
by the Catholic Education Commission Victoria, and this to some extend could be the
reason why teachers did not see the necessity to use it.
6.1.1 The Role of the Performing Arts in the Early Years of Education
The teachers are conscious that all children learn differently. They are particularly
aware of learning in the early years of schooling and the fact that children arrive at the
school having had many different life experience. Teachers are conscious of the need
to begin to develop integrated units of work which include the Performing Arts. They
utilise the Performing Arts to reinforce the teaching of other areas of the curriculum,
notably Religious Education, English and SOSE (Humanities). They are aware of the
significance of the Performing Arts in a child’s early years of education recognizing
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that children can develop confidence, communication skills, abilities in working in a
team situation, as well as physical proficiencies through activities in the Performing
Arts. A number of schools have specialist teachers in other curriculum areas – but a
number of participants regrettably did not see the Performing Arts as an area where
specialists are needed.
Based on the literature (including Russell, 1965; Burton, 1987; Exiner & Lloyd, 1987;
Purcell, 1994; Bloomfield & Child, 2000; Jensen, 2002; Swartz, 2004), the
Performing Arts are seen as important to the growth of young children physically,
emotionally, cognitively, spiritually and socially. Our culture to a large extend
depends on children participating and learning in Performing Arts activities. Booth
(2004) states that “We want our children to grow into adulthood with arts-enhanced
lives, engaging fully in the world’s activities with their aesthetic, cognitive, physical
and emotional strengths – entwining these life processes as often as possible” (p. 9).
The Performing Arts show young children how to learn by providing them with
activities which enables and inspires them to want to learn. It is noted in the literature
(Charadia, 1995), that children in the early years of education learn most effectively
through actively participating in experiences in music, drama and dance, with the
encouragement and support of their classmates and teachers. This indicates that a
balanced curriculum in the primary school, particularly in the early years, (Grades
Prep to Year Four) should contain the Performing Arts. The Performing Arts help
children to add to their life- world and experience. Booth (2004) asserts “That is the
real role of the arts in our lives – to help us construct our world in wonderful and
meaningful ways, and at the same time, gain satisfaction from our expanded ways of
knowing how to accomplish this lifelong process” (p. 9).
Seamus Heaney’s (1966) poem The Play Way by highlights significantly the
importance of the Performing Arts in a child’s education.
Sunlight pillars through glass, probes each desk
For milk-tops, drinking straws and old dry crusts.
The music strides to challenge it
Mixing memory and desire with chalk dust.
209
My lesson notes read: Teacher will play
Beethoven's Concerto Number Five
And class will express themselves freely
In writing. One said 'Can we jive?'
When I produced the record, but now
The big sound has silenced them. Higher
And firmer, each authoritative note
Pumps the classroom up tight as a tyre
Working its private spell behind eyes
That stare wide. They have forgotten me
For once. The pens are busy, the tongues mime
Their blundering embrace of the free
Word. A silence charged with sweetness
Breaks short on lost faces where I see
New looks. Then notes stretch taut as snares. They trip
To fall into themselves unknowingly.
Heaney highlights what those teachers who utilise the Performing Arts want and often
do see, in their classrooms – children who discover something new and wonderful in
their world.
6.1.2 The Components of a Performing Arts Program
The various curriculum documents explored in Chapter 2 along with the data
generated, maintain that the essential components of a Performing Arts program are
contained in the discipline areas of Dance, Drama and Music. It is also vital that time,
space and resources (both human and physical), be provided if the programs are to be
effective in teaching children in the early years of schooling. Teachers need skills,
knowledge and passion to teach Performing Arts activities. In addition they need and
must be empowered with confidence in their capacity to do so.
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Unfortunately, many teachers lack confidence in this area. It was evident from the
information gathered that teachers do not believe that they have the skills or
knowledge to teach the Performing Arts, however what was most enlightening was
that they expressed a willingness to develop this expertise with the assistance of some
one with aptitude in the area. They are sensitive to the fact that they need to teach
young children specific skills in the discreet disciplines of Dance, Drama and Music.
Without the necessary resources of time, personnel, equipment, space, skills,
knowledge and professional support teachers cannot implement a comprehensive
Performing Arts program.
Many teachers find it difficult to implement Performing Arts activities as they do not
have necessary and appropriate resources. The lack of a designated and suitable space
can prove to be a block to many teachers who have to reorganise classrooms if they
wish to have a safe environment for such activities. The deficiency in practical
resources, for example musical instruments, also makes it difficult to plan and
implement a successful Performing Arts program.
6.1.3 What education is offered to generalist teachers who are expected to
implement the Arts strand (particularly the Performing Arts), in their
classrooms?
From the findings, the University courses examined did not include all disciplines of
the Performing Arts. Some music and drama was offered by the institutions, but no
teacher education course included a specific dance course for generalist teachers. This
leads to teachers having an inadequate knowledge of the Performing Arts disciplines
(Bloomfield & Childs, 2000; Grushka, 2003; Charadia, 2003). Many teacher
education courses were inadequate and lack continuity (Boyd, 1999; Bransford,
Brown & Cocking, 2000; Hennessy, Rolfe, & Chedsoy, 2001), and they need to be
reviewed and redeveloped to ensure pre-service teachers are given the necessary
knowledge and skills for implementing all domains within the strands of the Victorian
Essential Learning Standards.
Teachers should be given opportunities to continue professional development and
expand their repertoire of teaching techniques, skills and knowledge in specific
disciplines, for example dance, drama and music (Bellanca, 1996; Armstrong, 2000).
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Teachers are not always aware that professional development in areas other than
Literacy, Numeracy, Religious Education and Technology are being offered by
Catholic Education, Ballarat and other professional development providers. Many
teachers did not even know that specific personnel in Catholic Education, Ballarat
were available to assist them with planning and implementing Performing Arts
programs.
6.1.4 Support at School and Catholic Education Office Levels
Quality teachers must be supported in the classroom through constant, sustained and
relevant professional development experiences including the Performing Arts. If there
are to be effective teachers in classrooms, then they must be provided with relevant
and effective professional development (Stronge, 2002), supported by the school and
the Catholic Education Office.
The high number of professional development opportunities for Literacy, Numeracy,
Religious Education and Technology and the expectation that teachers attend these
days, meant that teachers did not feel that they had the time or the energy to attend
professional development in other curriculum areas. Therefore, many did not attend
professional development in Performing Arts, even when it was offered at a local
level.
Although classed as ‘essential’ by the Education system, there is not sufficient
support given to teachers to assist them in their teaching of Performing Arts. Many
schools still see the Arts as superfluities, or add-ons to be taught on a “wet Friday
afternoon”. Until education systems mandate that the Performing Arts are taught for
specific lengths of time (as with Literacy, Numeracy, Physical Education and
Technology) and until they provide adequate funding and relevant professional
development, then schools (and generalist teachers) will continue to see the
Performing Arts as an unimportant, but fun and a good way to promote the school and
its activities.
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6.2 Implications for Practice in Schools and System
Through the literature it has been established that the Performing Arts are essential
components in the development of the whole child, especially in the early years. The
implication for Catholic Schools in the Northern Zone of the Ballarat Diocese, is the
expectation that they will offer a curriculum that advances the development of the
whole child. The implementation of quality Performing Arts programs, strengthens
the role they play in developing children cognitively, emotionally, socially, physically
and spiritually.
6.2.1 Implications for Teacher Education Institutions
The need for adaptable, flexible and competent teachers is a priority, and the teacher
education institutions have a responsibility to develop courses that will help young
teachers develop these skills. Teachers in Primary schools are expected to teach each
of the sixteen domains in the Victorian Essential Learning Standards. In the Catholic
Schools, they also need the skills and knowledge to teach Religious Education. This
means that teachers are not only teaching the discipline domains, but also need to be
able to teach strategies in interpersonal skills, thinking processes and communication
skills. Universities have to develop and implement Performing Arts courses
appropriate to the pre-service teachers gaining the necessary knowledge and skills for
teaching.
6.2.2 Implications for the Catholic Education System
The Catholic Education Office needs to present a cohesive and purposeful plan for the
implementation of the Performing Arts. Through the mandate that the Victorian
Essential Learning Standards be implemented as the main curriculum in our schools,
then the Catholic Education Office is stating that Performing Arts are an essential part
of a child’s learning, noting that the Arts are one of the Domains which have been
deemed important to a young child’s learning, to have standards at Level One.
However, they are not supporting this statement, as they do not offer comprehensive,
relevant and quality professional development for the teachers expected to do the
implementing. Teachers need opportunities to know and understand the curriculum, to
be confident in its presentation and to see the need for assessment of the domain so as
to improve students’ learning. Townsend (2002) maintains “To improve teachers’
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abilities we need to focus our attention on professional development, to improve
teachers’ values we need to focus on teacher professionalism and to improve teachers’
self-efficacy we need to provide them with the ability to believe in themselves” (p.
18). The implication for the CEO, is that they must plan and present quality
professional development to ensure they have teachers able to offer relevant and
effective learning experiences for children in the early years of schooling.
Catholic Education Ballarat may need to take a risk and highlight the importance of
the Performing Arts to both teachers and parents. It is time to give teachers and
schools permission to make time and utilise financial resources to implement
Performing Arts programs. MacNeill and Silcox (2006) support this when they
suggest that “School renewal with its focus on an informed learning and teaching
environment, requires and values teachers as facilitators and negotiators of student
learning, and promotes experimentation and risk taking at both the classroom and
whole school level through an orientation that is initially reflective and substantially
pedagogically and curriculum focused” (p. 12).
6.2.3 Implications for Schools in the Northern Zone
Schools have happily adopted the Hill and Crevola (1997) model for whole school
development, in the domains of English and Mathematics. It is now a responsibility of
school leaders to adopt this model for the implementation of quality Arts programs.
Essential to the implementation of this model is the need to focus on the beliefs and
understandings of teachers, students and parents. The most significant of these groups
is teachers. Teachers must have positive beliefs about themselves, about their students
and about their ability to change student success. Teachers need to have an
understanding of why some students are successful and others are not and how that
might be changed. Teachers in the Northern Zone of the Diocese of Ballarat are aware
of and knowledgeable about, this model for learning as they have been utilizing it in
both Literacy and Numeracy professional development and planning. Parents must
also be made aware of the importance of the Performing Arts so that they, in
partnership with the teachers, can assist in their children’s learning. According to
Townsend (2002) “Each school must identify what it means to have a quality
education in this school and must then strive to ensure that all students achieve that. In
this way, the school can be seen as being effective” (p. 8).
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6.2.4 Implications for Teachers
If the Catholic Education system and the schools within the system are prepared to
highlight the importance of the Arts by utilising time, resources and funding, and if
they are offering professional development to the teachers, then it is the responsibility
of the teachers to take up the challenge. They must attend the professional
development on offer to develop knowledge, skills and techniques in the Performing
Arts and then present what they have learned to the children in their classrooms as
another way to learn and grow as a whole person.
Teachers must be empowered to implement the Performing Arts in their classrooms.
They should feel confident that they have the skills and knowledge to teach the
Performing Arts when quality professional development opportunities are offered by
the Catholic Education Office, Ballarat. MacNeill and Silcox (2006) believe that
“Through the greater empowerment that comes with distributed leadership model,
comes increased confidence, teacher self efficacy, greater overall school morale and a
stronger commitment to teaching from staff” (p. 12). Teachers are encouraged and
supported to attend the professional learning days that they see as being important for
teaching the children in their classrooms.
Through the integration of Performing Arts across the domains of the Victorian
Essential Learning Standards, teachers are encouraged to explore more deeply, the
connections and links across the domains. As a consequence of implementing the Arts
domain, teachers are given the opportunity and the responsibility to re-value the
Performing Arts disciplines as they bring them back into the curriculum, re-
establishing their importance in the education of children in the early years of
schooling.
6.3 Recommendations for Future Research
In light of the recommendations of the recent National Review of School Music
Education: Augmenting the Diminished (2005) teachers, schools and education
systems need to carefully review their current Performing Arts programs and
determine if they enable teachers to offer students in the early years of their
education, the necessary experiences to help them develop knowledge, skills and
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attitudes in each of the Arts disciplines. This Review is building on recommendations
from the Arts Education Senate Review of 1995, however it appears that many of
those earlier recommendations were not implemented by education systems or
schools. Recommendation seven proposed that national outcomes for all curriculum
areas – not only Literacy and Numeracy, be developed. To date, this has not
happened. Literacy and Numeracy are still seen as the core curriculum areas for all
children. Recommendation twelve regarding education in the Arts for teachers both
pre-service and experienced, has not been implemented as completely or as
vigorously as it could have been.
As a result of this study, a number of recommendations need to be proposed. Some of
these recommendations are similar to those already proposed by past research and
reviews. Firstly, I suggest that further research into Performing Arts in schools, is
crucial, and should be implemented on a larger scale. This is especially important,
with the implementation of the Victorian Essential Learning Standards.
I believe that there needs to be more involvement of the students in any future
research. As they are the people who will gain, or lose, by the quality of teaching in
the Performing Arts, then they should be given the opportunity to offer their thoughts
and suggestions about the Performing Arts programs implemented within their
schools. This was an area that was lacking in this particular study.
Parents of children in the early years of their education need to be involved in any
future research. Without the background knowledge of what the Performing Arts can
do to assist young children in their development physically, emotionally, cognitively,
spiritually and socially, then parents may not be as supportive of programs as they
should be. If parents are informed about how their children can learn in and through
the Performing Arts then they may pressure schools to be more effective in their
implementation of programs.
So much of the current research is based in North America and Britain. Australian
students have their own special needs and Australian education has much to offer the
world, yet we tend to depend on research from other countries. Our teachers have
great knowledge and experience to share and their commitment to the students in their
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care means that they want to do what is the best for their students’ growth,
development and learning. Teachers need to be encouraged to carry out research
within their own classrooms, on the effective use of Performing Arts strategies and
how children in the early years can learn in and through the Arts.
There needs to be further research on the influence upon the teaching of the generalist
teacher who has Performing Arts experience. Does it impact upon what they are
teaching in the classroom, particularly in the area of the Performing Arts? Do those
who have some knowledge or skills in the Performing Arts necessarily teach these
disciplines in their classroom, or does lack of time, space and resources yet again
become the enemies of the Performing Arts?
Further comprehensive research concerning the place of the Performing Arts in pre-
service teacher education needs to be implemented, as does research into experienced
teacher’s professional development in the Performing Arts.
6.4 Concluding Statement
Crotty (1998) states
It is our very inquiry into human experience and action that sends us this far
afield. The long journey we are embarking upon arises out of an awareness on
our part that, at every point in our research – in our observing, our
interpreting, our reporting, and everything else we do as researchers – we
inject a host of assumptions. Such assumptions shape for us the meaning of
research questions, the purposiveness of research methodologies, and the
interpretability of research findings. (p. 17)
This journey is almost complete. I have endeavoured to put forward a number of
conclusions, implications and recommendations for not only the development and
implementation of Performing Arts programs in primary schools, but also further
research on the importance of the Performing Arts in the education and development
of children in Prep to Year Four – the early years. The recommendations from the
research implemented in the Primary Schools of the Northern Zone of the Catholic
Diocese of Ballarat are intended for all teachers and schools in Victoria. It is hoped
that other journeys will be taken by other researchers, in an endeavour to further
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highlight the importance of the Performing Arts in the early years of a child’s
schooling. At this point I would like to endorse a belief put forward by Eisner (1998)
who maintains that as educators and as teachers of the Arts
We must interpret what arts education can contribute to the young. We need to
help parents understand what the arts can mean as a part of their children’s
education, and we must cease trying to become whatever people want us to be.
(p. 15)
As educators, we must understand and accept the importance of the Performing Arts
in the overall development and growth of children, in the early years of their
education. We must accept the importance of the Arts, not only as a support for other
disciplines of learning, but for their own inherent values, skills and sources of
knowledge.
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119 Walker Street,
Ballarat, 3350
Mr. Larry Burn,
Director,
Catholic Education,
Diocese of Ballarat,
Lyons Street,
Ballarat, 3350
17th April, 2001
Dear Mr. Burn,
This letter is to ask your permission to approach the Principals and Teachers in the Diocese
of Ballarat to ask them to participate in the research project I am currently undertaking as
part of my study towards a Doctor of Philosophy degree.
The title of my thesis is “An investigation into the implementation of the Performing Arts in
Catholic Primary Schools”. The study will investigate the teaching of the Performing Arts in
primary schools, particularly in the Northern Zone. I will be examining education in early
childhood and the delivery of the arts and education, as well as the impact of the
Performing Arts stream of the Curriculum and Standards Frameworks II. Classroom
teachers and principals will be surveyed and interviewed to establish the current situation
regarding Performing Arts in schools.
Based on literature and the data collected, I aim to develop a teaching for learning model
that the teachers in our Diocese will be able to use in their classroom practice.
I propose to send surveys to all teachers and principals in the eighteen primary schools in
the Northern Zone during the second semester of this year. I will then conduct interviews
with those who are willing, as a follow up to the data collected from the initial questionnaire.
Trusting in your continued support of my study and hoping to hear from you soon regarding
this request,
I remain yours sincerely,
Susan Crowe.
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Appendix 3
Questionnaire:
Performing Arts in Schools
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PERFORMING ARTS IN SCHOOLS
TEACHER BACKGROUND INFORMATION
1.0 NAME OF CURRENT SCHOOL
………………………………………………..
1.1 Teacher Gender M F Age 20 – 29 30 –39` 40 –49 50 –65
1.2 Classroom teacher (Level) … Specialist Teacher (Area)
1.3 Teacher Training completed at:
Australian Catholic University University of South Australia
University of Ballarat La Trobe University (Bendigo)
Other ………………………….
(Institution)
1.3a Year …………….
1.4 Qualification gained:
Bachelor Education
Diploma Education
Certificate of Education
Other
1.5 Major taken for initial qualification:
Visual Art Music Drama
Physical Education Science Mathematics
(Numeracy)
English (Literacy) Other ………………………………..
1.6 Did you receive training in the Performing Arts in your initial Teacher
training?
MUSIC DANCE DRAMA NONE
1.7 Further qualifications taken since completing initial teacher education:
Bachelor Education PhD
Graduate Diploma Education Other
Masters Education …………………………………..
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SCHOOL PROGRAMS:
2.1 Does your school have a Curriculum Policy including an Arts Policy?
YES NO
2.2 Does your school have an Arts Program Plan, which includes Performing
Arts?
YES NO
2.3 Does your school implement a Performing Arts program?
YES NO
2.4 Which of the strands of the Performing Arts in CSF II does your school
offer to its students?
MUSIC DANCE DRAMA ALL
2.5 Does your school have a specialist teacher in the area of
Visual Arts YES NO
Media YES NO
Performing Arts:
Dance YES NO
Drama YES NO
Music YES NO
Physical Education YES NO
Librarian YES NO
LOTE YES NO
Other Specialists ………………………………………………….
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2.6 Do you teach the Performing Arts within your own classroom?
YES NO
2.7 Which of the strands of the Performing Arts in CSF II do you teach in
your classroom?
DANCE DRAMA MUSIC ALL
2.8 How often do you teach Performing Arts in your classroom:
Daily Weekly Fort-
nightly
Monthly Once/
Twice a
term
Once/
Twice a
year
Concert
time
only
DANCE
DRAMA
MUSIC
2.9 Can you give an indication of the amount of time devoted to a Performing
Arts session?
15 minutes 30 minutes 45 minutes 60 minutes
2.10 If you do teach the performing Arts in you classroom, why are you doing
so?
Because it is school policy
Because you have a personal interest in Performing Arts
Because you realise that many children need these
avenues of learning to suit their learning styles.
243
2.11 With current knowledge of how children learn, how do you see your use
of the Performing Arts in primary school education? (Select as many as
appropriate)
Learning as an interactive process
Learning is active not passive
Learning involves thinking processes
Learning involves organising and re-organising information
Learning involves recalling knowledge
Learning involves storing knowledge
Learning builds on prior experiences and knowledge
All children can learn and do so in different ways
Children learn best in a positive environment
THE PERFORMING ARTS AND OTHER KLAs
3.1 How do you use the Performing Arts in the other KLAs? (Select as many
as needed)
To develop intellectual skills
To develop imaginative skills
To develop decision making skills
To develop creative skills
To develop research skills
To develop communication skills
To develop co-operative skills
To reinforce specific learning
To support your teaching strategy
Entertainment for students
As a diversion
To fill in time
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3.2 In which of the other KLA strands do you integrate the Arts? (Select as
many as needed)
RELIGION
ENGLISH
MATHEMATICS
S.O.S.E.
L.O.T.E.
SCIENCE
TECHNOLOGY
PHYS. ED./HEALTH
3.3 When using an Integrated approach across the curriculum in teaching
for learning, how do you use the Performing Arts strands?
Performing Arts (Music, Dance, Drama)
Music
Drama
Dance
Other ………………………………………
3.4 As a Primary school Teacher, how important are the Performing Arts in
the children’s educational experience in your classroom planning and
implementation?
Not Important
Important
Very Important
Vital
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3.5 What do you use as your Performing Arts Program in the Primary school
classroom? Please number in order of importance.
Singing Playing Instruments
Creating Music Listening to Music
Folk Dancing Creative Movement
Role Play Puppet work
Mime Use of Voice
Use of Gesture
Other…………………………………………………..
3.6 Did you use Curriculum and Standards Framework – 1995?
YES NO
3.7 Specifically did you use CSF –the Arts (1995)
YES NO
3.8 Which strands of the Arts did you use …
YES NO
YES NO
YES NO
YES NO
YES NO
YES NO
DANCE
DRAMA
MUSIC
VISUAL ART
MEDIA
GRAPHIC
COMM.
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3.9 When planning your classes now, do you use the CSF II documents?
YES NO
3.10 Does your implementation of the Performing Arts differ to previous
practice?
YES NO
3.11 How do you use the CSF II in your planning– (Select as many as
appropriate)
as a springboard for ideas
to decide Learning Outcomes
as information about types of experiences
to determine skills needed by children
to find knowledge children need to learn
to plan learning activities
to determine how elements, skills, techniques and processes are
used at particular levels
Other …………………………………………………………
3.12 How do you use the Performing Arts in your class planning now:
As a Focus KLA
As a Support KLA for other KLAs
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RESOURCES:
4.1 How often do you use resources available in your Performing Arts
program?
Rarely Sometimes Often Not available
Books
Recorded Music
Written Music
Instruments
Personnel
CD/Tape player
Props
Costumes
Video camera
Camera (Still)
Television
Computer
Other
4.2 Do you have dedicated space for:
DANCE YES NO
DRAMA YES NO
MUSIC YES NO
Or do you use: MULTI-PURPOSE ROOM
GYMNASIUM
OTHER
……………………………………..
(Please Specify)
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SKILLS AND CONFIDENCE
5.1 At what level would you rate your confidence in teaching DANCE?
Low Medium High
1 2 3 4 5
5.2 At what level would you rate your confidence in teaching DRAMA?
Low Medium High
1 2 3 4 5
5.3 At what level would you rate your confidence in teaching MUSIC?
Low Medium High
1 2 3 4 5
5.4 At what level would you rate your confidence in teaching PERFORMING
ARTS
Low Medium High
1 2 3 4 5
5.5 What would you say is the reason for your confidence?
Pre Teacher Training DANCE DRAMA MUSIC
Recreational participation DANCE DRAMA MUSIC
Professional Development DANCE DRAMA MUSIC
Current CEO support DANCE DRAMA MUSIC
Current Resources DANCE DRAMA MUSIC
Other (Please Specify)
………………………………………………………………………
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5.6 At what level would you rate your skill in teaching DANCE?
Low Medium High
1 2 3 4 5
5.7 At what level would you rate your skill in teaching DRAMA?
Low Medium High
1 2 3 4 5
5.8 At what level would you rate your skill in teaching MUSIC?
Low Medium High
1 2 3 4 5
5.9 At what level would you rate your skill in teaching PERFORMING
ARTS?
Low Medium High
1 2 3 4 5
5.10 What would you say has contributed most to your skills:
Pre Teacher Training DANCE DRAMA MUSIC
Recreational participation DANCE DRAMA MUSIC
Professional Development DANCE DRAMA MUSIC
Current CEO support DANCE DRAMA MUSIC
Current Resources DANCE DRAMA MUSIC
Other (Please Specify)
………………………………………………………………………
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5.11 Have you undertaken Professional Development in the Arts in the past
three years
1998 1999 2000
through your school through your school through your school
through CEO through CEO through CEO
through other sources? through other sources? through other sources?
5.12 What Professional Development do you feel is needed to assist you in
implementing an Arts Program in your school?
Number in order of importance.
Performing Arts Conference
 Inservice Days
 Inservice at Staff Meetings
 Demonstration Lessons by Curriculum Adviser
 Workshops
 Where to find Resources
 Lesson Plans for Classes
 CEO Staff visitation
 Other (Please specify)…………………………………….
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5.13 What Professional Development is offered by your ZONE CEO, to assist
you in implementing an Arts Program in your school?
 Performing Arts Conference
 Inservice Days
 Inservice at Staff Meetings
 Demonstration Lessons by Adviser Music
 Workshops
 Where to find Resources
 Lesson Plans for Classes
 CEO Staff visitation
 Other (Please specify)…………………………………….
5.14 What Professional Development is offered by the DIOCESAN CEO, to
assist you in implementing an Arts Program in your school?
 Performing Arts Conference
 Inservice Days
 Inservice at Staff Meetings
 Demonstration Lessons by Adviser Music
 Workshops
 Where to find Resources
 Lesson Plans for Classes
 CEO Staff visitation
 Other (Please specify)…………………………………….
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5.15 What Professional Development is offered by CEO MELBOURNE, to
assist you in implementing an Arts Program in your school?
 Performing Arts Conference
 Inservice Days
 Inservice at Staff Meetings
 Demonstration Lessons by Adviser Music
 Workshops
 Where to find Resources
 Lesson Plans for Classes
 CEO Staff visitation
 Other (Please specify)…………………………………….
6.0 If you wish to make further comments on Performing Arts in your
school experience, or about any of the questions, please do so below.
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If you are willing to participate in a follow up interview to further discuss
your responses to this questionnaire, would you please indicate in the box
below. These interviews will be audio taped and I will provide a consent
form at the time of the interview.
Remember that all responses are strictly confidential and will be used
only as part of my study.
Thank you for taking the time to complete this questionnaire.
Susan Crowe.
Curriculum Adviser
Northern Zone
I (Name) ……………………………………………….. …………………………….
from (School)…………………………………………. ……………………………...
am willing to participate in a follow up interview.
Signed ………………………………………………………………..
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Letter from Director,
Catholic Education,
Ballarat
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to
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8th May, 2001
PLAIN LANGUAGE STATEMENT
Dear Principal,
My name is Susan Crowe and I am working as Curriculum Adviser in the Northern Zone of
the Diocese of Ballarat. Currently I am studying for my Ph.D., within the Department of
Industry, Professional and Adult Education at RMIT University. The topic for study is An
investigation into the implementation of the Performing Arts in Catholic Primary
Schools.
I would like to ask the teachers in your school to take fifteen minutes to complete a
questionnaire regarding the teaching of Performing Arts in their classrooms. If you can
organise fifteen minutes in a Staff Meeting, this may encourage them to complete the task.
I am also asking for an additional thirty minutes of your time, at a time suitable to you, to
interview you regarding the implementation of the Performing Arts in your school. All data
collected will be confidential and used only as part of my research. With your permission, the
interview will be audio taped.
Furthermore, you should be aware that:
 your identity will not be revealed in the research, i.e. you will remain anonymous;
 any information provided by you will be used solely within this project;
 only my supervisor and I will have access to the raw data;
 you are free to withdraw your participation at any time, as well as any unprocessed
data.
Should you have any questions or concerns about this research project, please contact me on
my mobile 0419 887274 or leave a message with CEO Mildura, (Ph 50230144) or CEO
Ballarat. (Ph 53377135). My supervisor is Dr. David Forrest in the Department of Industry,
Professional and Adult Education and he can be contacted on (61)-03-9925-7831.
Thank you for considering this request.
Yours sincerely,
Susan Crowe
Any queries or complaints about your participation in this project may be directed to the Secretary,
RMIT Human Research Ethics Committee, RMIT, GPO Box 2476V, Melbourne, 3001. The telephone
number is (03) 9925 1745.
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Plain Language Statement
To
Teachers
259
21st May, 2001
PLAIN LANGUAGE STATEMENT
Dear Teacher,
My name is Susan Crowe and I am working as Curriculum Adviser in the
Northern Zone of the Diocese of Ballarat. Currently I am studying for my Ph.D.,
within the department of Industry, Professional and Adult Education, Faculty of
Education, Language and Community Services, at R.M.I.T. University. The
subject for my study is the teaching of performing arts in our schools, titled An
investigation into the implementation of the Performing Arts in Catholic
Primary Schools.
As part of my study I have developed a questionnaire regarding your
implementation of the CSF II document – the Arts. The questionnaire should
take fifteen minutes to complete. All questionnaires will be anonymous although
if you wish to sign your name, it would be appreciated. All data collected will be
confidential and used only as part of my research.
There is also a need for follow up interviews. If you are prepared to give me
another fifteen minutes of your time and participate in an interview which will
allow for more detailed description of your implementation of Performing Arts,
please indicate this on the sheet accompanying your questionnaire. With your
permission, the interview will be audio taped.
Furthermore, you should be aware that:
 your identity will not be revealed in the research, i.e. you will remain
anonymous;
 any information provided by you will be used solely within this project;
 only my supervisor and I will have access to the raw data;
 you are free to withdraw your participation at any time, as well as any
unprocessed data.
Should you have any questions or concerns about this research project, please
contact me on my mobile phone – 0419 887274 or leave a message at CEO
Mildura (Ph. 50235144), or at Lyons Street, Ballarat. (Ph 53377135). My
supervisor is Dr. David Forrest in the Department of Industry, Professional and
Adult Education and he can be contacted on (61)-03-9925-7831.
Thank you for considering this request.
Yours sincerely,
Susan Crowe
Any queries or complaints about your participation in this project may be
directed to the Secretary, RMIT Human Research Ethics Committee, RMIT,
GPO Box 2476V, Melbourne, 3001. The telephone number is (03) 9925 1745.
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Interview Questions
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INTERVIEW QUESTIONS
1. Outline the school’s Program Plan for implementing the Arts – Performing
and Visual?
2. How does the school provide Performing Arts experiences that meet the
needs of the children?
3. Describe some of the ways in which the school provides opportunities for
the whole school community to participate in Performing Arts events.
4. In what ways does your school recognise, include and celebrate the
diversity and practices of the many different cultures represented
within the community?
5. Does your school have an Arts co-ordinator? What percentage of time is
devoted to co-ordinating the Arts? Do you think this is adequate time to
achieve the purpose of having a co-ordinator?
6. How does your school plan for Performing Arts activities and needs in the
school budget?
7. Describe the ways in which your school encourages ongoing professional
development in Performing Arts for Classroom teachers?
8. Does your school encourage visits by professional performing artists
within your programs?
9. In what ways does your school provide opportunities for students to
attend performing arts activities outside the school setting?
10. What are the ways your school provides comprehensive and constructive
feedback to students concerning their progress within the performing
arts?
11. How does your school provide relevant and comprehensive reports to
parents concerning children’s progress within the performing arts?
12. Can you outline how your school reviews the effectiveness of its
performing arts program as part of its whole school plan?
13. What could the Catholic Education Office do to assist you in developing
and implementing the CSF II – the Arts in your situation?
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HREC Form No 2b
RMIT HUMAN RESEARCH ETHICS COMMITTEE
Prescribed Consent Form For Persons Participating In Research Projects
Involving Interviews, Questionnaires or Disclosure of Personal Information
DEPARTMENT OF INDUSTRY, PROFESSIONAL AND ADULT EDUCATION
FACULTY OF EDUCATION, LANGUAGE AND COMMUNITY SERVICES
Name of participant: TEACHER
Project Title: …
An investigation into the implementation of the Performing Arts in
Catholic Primary School.
Name(s) of investigator(s): Susan M. Crowe
Phone (BH)…(03) 53377135… Phone (H) …(03) 53 329133…
1. I have received a statement explaining the interview/questionnaire involved in
this project.
2. I consent to participate in the above project, the particulars of which -
including details of the interviews or questionnaires - have been explained to
me.
3. I authorise the investigator or his or her assistant to interview me or
administer a questionnaire.
4. I acknowledge that:
(a) Having read Plain Language Statement, I agree to the general purpose,
methods and demands of the study.
(b) I have been informed that I am free to withdraw from the project at any
time and to withdraw any unprocessed data previously supplied.
(c) The project is for the purpose of research and/or teaching. It may not
be of direct benefit to me.
(d) The confidentiality of the information I provide will be safeguarded.
However should information of a confidential nature need to be disclosed
for moral, clinical or legal reasons, I will be given an opportunity to
negotiate the terms of this disclosure.
(e) The security of the research data is assured during and after completion
of the study. The data collected during the study may be published, and a
report of the project outcomes will be provided to_____________(specify as
appropriate). Any information which will identify me will not be used.
Participant’s Consent
Signature: ……………………………………..Date:………………….
(Participant)
Signature: ……………………………………. Date: …………………..
(Witness to signature)
Participants should be given a photocopy of this consent form after it has been signed.
Any complaints about your participation in this project may be directed to the Secretary, RMIT Human Research Ethics
Committee, University Secretariat, RMIT, GPO Box 2476V, Melbourne, 3001. The telephone number is (03) 9925 1745.
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HREC Form No 2b
RMIT HUMAN RESEARCH ETHICS COMMITTEE
Prescribed Consent Form For Persons Participating In Research Projects
Involving Interviews, Questionnaires or Disclosure of Personal Information
DEPARTMENT OF INDUSTRY, PROFESSIONAL AND ADULT EDUCATION
FACULTY OF EDUCATION, LANGUAGE AND COMMUNITY SERVICES
Name of participant: PRINCIPAL
Project Title:
An investigation into the implementation of the Performing Arts in
Catholic Primary School.
Name(s) of investigator(s): Susan M. Crowe
Phone (BH)…(03) 53377135… Phone (H) …(03) 53 329133…
1. I have received a statement explaining the interview/questionnaire involved in
this project.
2. I consent to participate in the above project, the particulars of which -
including details of the interviews or questionnaires - have been explained to
me.
3. I authorise the investigator or his or her assistant to interview me or
administer a questionnaire.
4. I acknowledge that:
(a) Having read Plain Language Statement, I agree to the general purpose,
methods and demands of the study.
(b) I have been informed that I am free to withdraw from the project at any
time and to withdraw any unprocessed data previously supplied.
(c) The project is for the purpose of research and/or teaching. It may not
be of direct benefit to me.
(d) The confidentiality of the information I provide will be safeguarded.
However should information of a confidential nature need to be disclosed
for moral, clinical or legal reasons, I will be given an opportunity to
negotiate the terms of this disclosure.
(e) The security of the research data is assured during and after completion
of the study. The data collected during the study may be published, and a
report of the project outcomes will be provided to_____________(specify as
appropriate). Any information which will identify me will not be used.
Participant’s Consent
Signature: ……………………………………..Date:………………….
(Participant)
Signature: ……………………………………. Date: …………………..
(Witness to signature)
Participants should be given a photocopy of this consent form after it has been signed.
Any complaints about your participation in this project may be directed to the Secretary, RMIT Human Research Ethics
Committee, University Secretariat, RMIT, GPO Box 2476V, Melbourne, 3001. The telephone number is (03) 9925 1745.
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ST EXAMPLE’S SCHOOL
THE ARTS
PROGRAM PLAN
RATIONALE:
At St. Example’s School, learning in the Arts takes several forms: art, dance, drama, media and music.
Through arts practice students learn to develop ideas by drawing upon experience, exploring feelings, observing and
researching. In responding to the arts, students learn to analyse and interpret arts works. The school values the Arts
for their communication of ideas, feelings and beliefs and as major sources of intellectual, physical, spiritual and
emotional development, understanding and enjoyment.
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GOALS
In supporting students to develop knowledge and skills that will allow them to participate in a variety of Arts forms, St
Example's School will provide learning opportunities for students that will:
 develop their intellectual, imaginative and expressive potential through the arts
 develop skills, techniques and a knowledge of processes as a base for personal expression
 assist them to create, perform / present arts works
 develop critical skills and an understanding of aesthetics
 develop understanding of how the arts evolve within particular social, cultural and historical contexts
 help them enjoy participating in the processes of creating, presenting and responding to the arts
PROGRAM
The Arts key learning area is divided into two broad strands - Performing Arts and Visual Arts, and five strands, each
strand is a different arts discipline with its own knowledge, conventions, skills and expressive forms.
 ART: the interpretation of, and response to, observations and experiences in visual forms.
 DANCE: the exploration of the language of movement, using the body as an instrument of expression.
 DRAMA: the exploration of ideas and feelings through improvisation and acting.
 MEDIA: using words, images and sounds singly or in combination to produce representations of real and imagined
experiences.
 MUSIC: is essentially composed sound that has both an expressive and communicative purpose.
Each strand is then divided into two sub-strands – ‘arts practice’ and ‘responding to the arts’.
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Sequential development
Arts Practice – Skills, techniques and Processes
The teaching and learning practices used within The Arts programs are based upon the St Example’s School
‘Teaching and Learning’, ‘Assessment’ and ‘Reporting’ Policies.
ART
Elements Level 1 Level 2 Level 3 Level 4
Line Thick /thin Continuous/broken Repetition/contrast/dec
orative patterns
Complex
pattern/movement
Shape Round/square Geometric/irregular Abstract Symmetry/repetition
Tone Light/dark Shading Direction/light/harmony
Space Big/small Crowded/empty Balance Balance/harmony
Texture Rough/smooth Real/simulated Mixed media Creating/developing
surfaces
Colour Primary Primary/secondary Primary/secondary/terti
ary
Special effects – mood
Form Person/object Imagined/observed Proportion Perspective
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Suggested activities to explore the Arts elements are listed below. Through the use of appropriate teaching resources, sequential
development will be apparent across the levels.
Level 1 Level 2 Level 3 Level 4
Drawing
Painting
Collage
Printmaking
Sculptures
Textiles
Construction
Excursions – e.g Art
Gallery
Drawing
Painting
Collage
Printmaking
Sculptures
Textiles
Construction
Mask-making
Weaving
Design
Excursions – e.g Art
Gallery
Drawing
Painting
Collage
Printmaking
Sculptures
Textiles
Construction
Mask-making
Weaving
Design
Dyeing
Mixed- media
Packaging
Computer
graphics/software
Excursions – e.g Art
Gallery
Drawing
Painting
Collage
Printmaking
Sculptures
Textiles
Construction
Mask-making
Weaving
Design
Dyeing
Mixed- media
Packaging
Computer
graphics/software
Photography
Mural painting
Jewellery
Graphic communication
Excursions – e.g. Art
Gallery
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MUSIC:
Elements Level 1
Level 2 Level 3 Level 4
Rhythm and beat Distinguish Recognition/performance Composition/performance Recognize metre/formal
extension of notation
Melody and Pitch High/low Pitch patterns Complex pitch patterns Formal stave
Harmony Recognition Performance - basic
triad
Performance –
combination of triads
Tempo Fast/slow Graduation of speed –
faster /slower
Graduation of speed –
faster /slower
Introduction to formal
music language
Dynamics Loud/soft Graduation of volume –
louder/ softer
Graduation of speed –
faster /slower
Basic formal literacy of
music
Style and form Distinguish Chorus and verse Recognize difference in
style of music
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Suggested activities to explore the Music elements are listed below. Through the use of appropriate teaching
resources, sequential development will be apparent across the levels.
Level 1 Level 2 Level 3 Level 4
Singing
Rhymes
Games
Listening
Movement
Percussion instruments
Creating Music
Singing
Rhymes
Games
Listening
Movement
Percussion instruments
Ostinato
Creating Music
Singing
Rhymes and actions
Games
Listening
Movement
Percussion instruments
Introduction to instrument –
recorder or guitar or
keyboard
Creating Music
Singing
Songs from different
cultures
Listening
Movement
Percussion instruments
Extension of instrumental –
recorder; part playing
Creating Music
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MEDIA:
Media elements are contained within the other Arts strands.
Listed below are activities that may be integrated across the curriculum.
Level 1 Level 2 Level 3 Level 4
Oral Language activities and
presentations
Excursions
Resource:
CD roms – e.g Kidpix
Poster design
Storyboards
Sequencing ideas
Presenting information
Excursions
Resource
CD roms - Kidpix
Communicating ideas
Poster design
Storyboards – development
of subject matter
Writing stories
Sequencing events
Presenting information
Resource
CD roms
Poster design
Creating storyboards –
character, settings,
costumes
Writing text
Filming
Editing for presentation
Digital photography
Web-page design
Resource
CD roms
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DANCE
Elements Level 1 Level 2 Level 3 Level 4
TIME:
(Duration, accent, speed,
rhythm)
Explore and use
Slow and Fast
movements
Use and change from
fast to slow movements
quickly.
Create and use rhythmic
movement patterns
Use of increasing and
decreasing tempo
Increase complexity of
rhythmic patterns
Increase complexity of
‘time’ as they explore and
create themes, abstract
concepts, use of music.
Use patterned repetition
SPACE
(Shapes the body makes,
Pathways through space,
Floor and air patterns)
Explore levels:
High/Medium/Low
Explore pathways:
Forwards/backwards
Explore levels and
pathways:
Upwards
Downwards
diagonal
Use and change levels.
Use and change pathways
Use turning, stepping,
spinning, elevation,
falling, locomotion to
create and change
pathways through space.
ENERGY
(Force – strong/light
Flow – fluent/bound
Sudden/sustained)
Explore and use
Strong/ weak movements
Stillness.
Use of movements that
are:
Light, jerky, strong,
smooth, gradual.
Continue to explore
strong, light, staccato,
smooth, flowing.
Create mood through use
of controlled, percussive,
collapsing, swinging,
suspension, vibratory.
MOVEMENTS
(Using the Body) Skip, hop, crawl, jump,
roll, walk, run, slide
Isolated body
movements.
Hand dancing
Foot dancing etc
Unison movements
Canon movements
Motifs
Use walking in a variety
of ways eg strut, lurch,
amble to create a dance
sequence
Use of
symmetry/asymmetry
Use of contrast
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BODY POSITIONS
Body in “frozen”
Positions
Be aware of good body
posture
‘Group shapes’ that entail
working with other class
members in small groups
and whole class
Explore and experiment
with own ideas, emotions,
images and ideas of
others
(Use SAFE dance
practices)
IMPROVISATION
Explore space and
movements to create own
dances
Explore dance sequences
that explore emotions
Create dance sequences
that can be taught to
another person or group
Choreograph short dance
sequences
Learn dance sequences
created by others
USE
Use movement to
communicate ideas,
feelings, experiences
Use movement skills and
techniques to
communicate ideas,
feelings, experiences
Use themes, props,
sounds, music to explore
and communicate
ideas, feelings
experiences
Use skills, techniques etc
to assist in solving
problems
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DRAMA
Elements Level 1 Level 2 Level 3 Level 4
SCRIPT
Use of puppets to
explore scripted plays
Explore short scripted
plays.
Develop, rehearse and
perform dramatic works
COSTUMES AND
PROPS
Use of simple props to
assist in creating
character and setting
scene
Use of puppets or toys in
a role
Use of props, costumes
to expand presentation
skills
Choose appropriate
costumes, props, scenery
for dramatic effect
PRESENTATION/
PERFORMANCE/
AUDIENCE
Perform for classmates
Perform to familiar
audiences
Adapt work for a
particular audience
Audience awareness
Use of performance
space
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VOICE
Language
Talk about their feelings Use of voice to show
different characters
Develop skills in changing
tempo, pitch of voice to
build characters
Continue to develop vocal
techniques
BODY
Gesture, posture, facial
expression
Explore body shapes to
represent well known
characters eg old/young
people
Explore the meanings of
different gestures and
facial expressions.
Develop techniques to
use body to create
characters
Continue to explore
gesture
Use skills, techniques to
create character and add
gesture, facial
expression
MIME
Imagination
Mime well known
experiences eg eating,
drinking
Mime actions that need
to move from place to
place eg going through a
door.
Explore ways of
expressing ideas through
mime
Explore, create and
present to an audience
characters and short
scenes in mime form
ROLE PLAY
Concentration
Role play from known
experiences eg day at
the beach
Explore topics –
shopping, transport,
hygiene through
characters in these
events
Character building using
voice, posture and
movement in role plays
Explore elements of
drama to best convey
meaning in role play
MOVEMENT
Spatial Use
Explore how much space
is needed to tie shoe
laces, to kick a football
etc
Explore space needed to
act out a known story
Explore and create
movement dramas
Manipulate time, space
and shape to create and
present a story
IMPROVISATION
Make up a story based on
a known experience
Retell well known stories
eg fairy tales
Draw on make believe
and fantasy to create
own versions of a story in
mime and dialogue
Explore use of costume,
props and sound
equipment in
improvisation
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RESPONDING TO THE ARTS – CRITICISM, AESTHETICS AND CONTEXTS
Level 1 Level 2 Level 3 Level 4
Communicate
understanding of/ use of
elements and materials
and media in arts works
Explain responses to own
and others’ arts works in
a variety of ways
Identify key features of
arts works from various
cultures
Identify and describe
the use of arts elements,
principles and expressive
qualities of arts works
Communicate personal
observations and feelings
relating to arts activities
Describe the elements
used in arts works in own
and others’ works
Describe ways in which
ideas from own and other
cultures contribute to
own arts works
Compare personal
opinions about arts
works, using appropriate
terminology
Identify examples of
arts works in own life
and in the community
Identify in which way
own and other’s arts
works are created and
presented/performed
Identify purposes for
which visual arts works
are made and used in the
community
Identify some of the
stylistic features of
contemporary and
traditional arts works
Identify places where
arts works are presented
and describe particular
aspects of these
presentations
Use appropriate
terminology to name and
describe characteristics
and elements of arts
works
Compare arts works from
different times, places
or cultures. Identify
various purposes for
these arts works
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IMPLEMENTATION
The broad strands of performing arts (dance, drama, music) and visual arts (art, media) will be implemented at St
Example’s School. Performing and Visual Arts are treated discretely, but also form part of the Integrated Curriculum
Program. The integrated model allows topics to have SOSE, Science, Technology or Health as a host Key Learning Area
and the Arts to be integrated into each unit. The topics are whole school and are developed on a two year cycle.
Children will be encouraged to use their imagination and observation to create arts works. They will be allowed to
explore, experiment, identify and organise arts elements. They will be given opportunities to present these works to
their classmates and to the school and wider community. As St. Example’s is using an integrated approach in its
curriculum, children will explore themes, ideas and feelings using the arts disciplines in combination. They will be
expected to use the language of the arts as they identify and describe key features in their own and others’ works.
They will participate in arts works and activities in the community and explore characteristics that will locate the
works in time and place.
At St Example's School, students are encouraged to draw on their experiences, feelings, observations and research to
develop ideas for arts works. In order to communicate these ideas, students are exposed to a range of techniques and
approaches. They use problem-solving procedures to create arts works and are given opportunities for
performance/presentation.
Through discussion students will learn to express opinions about the aesthetic and cultural value of arts works.
The programs will be implemented by the Classroom teacher, who will endeavour to include this KLA in the integrated
curriculum. Some individual skill lessons will also be necessary. In accordance with the school’s ‘Teaching for Learning
Policy’, a variety of teaching strategies will be utilised, so as to cater for the different learning styles of the individual
child.
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RESOURCES
CSF II The Arts document
Curriculum at Work CD Rom
Making Dance Kit
Music Lifesavers Books 1-4
Drama Recipe Books 1-3
Dance Drama and Music Resource Kit
Keep Performing Resource
Variety of Compact Discs – Classical, Vocal, Contemporary, National
Collection of Plays and Musicals (Bushfire Press)
Variety of Zart Art resources, including Kate Hart’s overview of Art program
(All above resources can be found in the Teacher Resource section of the Library)
BUDGET
A budget of $13.00 per child for Visual Arts and $15.00 per child for Performing Arts will be allocated from the school
curriculum budget.
EVALUATION
The key learning area ‘The Arts’ will be reviewed every five years according to the School’s Development Plan. The units of work
presented within the arts will be reviewed as they are implemented, to ensure that they are of a standard that allows the
children to participate fully in the program, and work to their best ability, as they gain knowledge and develop skills in the various
Arts disciplines.
Reviewed May 2003
Date of next review 2007
283
Appendix 10
Plan for Professional
Development Integrated
Curriculum Modules
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Integrated Curriculum
One Day In-service
Integrated Curriculum
9.00 -the myths
-children’s learning
-key cognitive and affective processes
-differences between topic and theme
-convergent vs divergent thinking
11.30 -exploration of the Inquiry Process
-links between topics, understandings, content areas and concepts
-integrating KLAs
-host KLAs
-whole school scope and sequence
1.30 -tapping into students’ prior knowledge
-how to select topics
-topic cycles
-sample planners
SCHOOL VISITATION
Adviser to visit school to work with Coordinator, or teachers, and assist with
planning of unit cycles.
STAFF MEETING 1
-research skills, criteria for research
-6 hats, question matrix,
-mind mapping & graphic organisers – finding information, presenting
work,
-higher order thinking skills
-evaluating performance
STAFF MEETING 2
-assessing knowledge, skills, strategies & values
-forms of assessing / record keeping
-products of assessment
STAFF MEETING 3
- establishing links with Religious Education
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Appendix 11
Design Elements for
Effective Teaching and Learning
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Teaching and Learning in Primary
Schools of the Ballarat Diocese.
The design for effective teaching and learning, developed by Hill and Crevola
(1997) underpins the nature of our work in all curriculum areas in primary
schools in the Catholic Diocese of Ballarat.
These beliefs and understandings are at the centre of the design and should inform
planning and programming at a school, classroom and individual student level.
 All students can achieve high standards given sufficient time and
support
 High expectations and early intervention are essential
 All teachers can teach all students to a high level given the right
conditions and the right support
 The teachers need to be able to articulate the “what” and the “why”
of what they do
It is also paramount to consider the factors that account for effectiveness to
ensure that all students have the opportunity to achieve the highest possible
outcomes in literacy and numeracy.
 High Expectations
 Engaged Learning Time
 Focussed Teaching
Catholic Education, Ballarat. July 2001
Beliefs and
understandings
Standards and
targets
Monitoring and
assessment
Class teaching
strategies
Professional
learning teams
School and class
organisation
Intervention and
special
assistance
Home/school/
community
partnerships
Leadership and
coordination
Design for effective teaching and learning
© Hill & Crévola, 1997
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Appendix 12
Questionnaire:
Performing Arts and
Pre-Service Teachers
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TEACHING THE PERFORMING ARTS
STUDENT QUESTIONNAIRE. AUSTRALIAN CATHOLIC UNIVERSITY
(BALLARAT)
1. What experience do you have in the Performing Arts strands?
DANCE 1 2 3 4 5
DRAMA 1 2 3 4 5
MUSIC 1 2 3 4 5
(1 = Little) (5 = Extensive)
2. Where did you gain this experience?
Primary School Secondary School
Private Dance School Private Drama School
Private Music School Theatre Group
3. How do you think you could use these experiences in a classroom?
NAME:
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4. What do you hope to gain from completing this unit?
Strategies Lesson Plans
Resources Insights into the Arts
Other
Comment……………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………
………………………………………………………………………………………
…..
………………………………………………………………………………………
………………………………………………………………………………………
…………
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A Dance, Drama and Music
Resource for Teachers.
Susan Crowe
M. Ed., B.Ed., Grad. Dip. RE., Grad. Dip Admin.,
Dip. T. (P), Lic Dip Dance.
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INTRODUCTION
The Performing Arts should assume a particular significance in the early years
of a child’s education, as learning can be done in and through the Arts. In 1959
in England, it was stated in the Crowther Report:
The Arts are not the flowers, but the roots of education
(1980 - Calouste Gulbenkain Foundation)
One of the reasons why this resource has been developed for the teachers of
children in Prep to Year 4 in Catholic schools in the Diocese of Ballarat, is to
encourage teachers to use the Performing Arts as a base upon which to build
teaching and learning programs.
The aim of the school implementing a Performing Arts program, should be to
enable the development of the whole child – physically, academically, emotionally,
socially, aesthetically and spiritually. Performing Arts programs ought not be
implemented only to ensure a successful school concert, even though this can be
an important culmination of the year’s program.
The Performing Arts (including Dance, Drama and Music) is one way in which
children can explore the world around them. The children are taught, and
encouraged to use, a variety of communication skills. They are encouraged to
utilise their imagination, their powers of observation, their co-ordination and
manipulation skills, and to creatively solve problems as they learn to organise
themselves and their environment. Students are able to develop their
intellectual and expressive skills through participation in a quality Performing
Arts program.
It is often through the Performing Arts, that children develop a positive and
creative concept of themselves. Through working and co-operating with others
in their group they develop an appreciation and understanding of what can be
shared.
Children are given opportunities to explore their feelings about experiences
they have encountered in their own lives. They observe others and the
different lifestyles each person follows. As part of the program, children need
to explore different aspects of the Performing Arts. They become aware that
they need to develop specific skills in dance, drama or music, when they want to
express a particular feeling or aspect of their story and do not have the ability
to do so. This is when the teacher has the opportunity to teach a skill,
technique or process to enable the children to develop their performance art to
a greater extent.
2Children need the opportunity to respond to works of performing art they have
seen or heard. This can be in the form of discussion, comment, visual art,
writing or creating their own performing arts work. Boyd (1999) maintains that
“young children’s first attempts to communicate ideas and feelings are through
one or more of the arts forms. A simple gesture is captured in dance, a mood is
expressed through music, an idea is painted on paper and a response is mimed”
(p. 1). They may need to be motivated through a variety of strategies to explore
a particular mood, to tell or re-tell a story, to interpret a painting or sculpture,
or just to enjoy the basic elements of dance, drama and music.
We live in a multi-cultural society, and children should be given many
opportunities to view and hear arts works from different cultures and explore
ways in which they can use them in their own Performing Arts works. They need
to read and hear about the many cultures that have given us the basis for our
own forms of dance and music, even at this young age. This can be achieved
through attending live performances, inviting guest artists to the classroom or
viewing video tapes, films or DVDs. The Performing Arts creations of our
indigenous people are important sources of creative ideas for the students in
our classrooms.
As children explore the three disciplines of the Performing Arts – Dance, Drama
and Music – they will be developing an understanding of how the arts are linked
to community and cultural development, as they themselves develop critical and
aesthetic understanding. The enjoyment they express as they plan, practise and
present their own Performing Arts works ensures a certain satisfaction for the
classroom teacher.
Control in the Performing Arts classes is established through the building of
trust between the teacher and the children. Often teachers feel that because
the Performing Arts involve creative time where children experience freedom,
then discipline is lost. When teachers give simple guidelines, participate in the
activities and demonstrate an enjoyment of Performing Arts themselves, then
children will co-operate because of the relationship that has been built with
their classroom teacher. Bloomfield and Childs (2000) maintain
A special, dynamic and sensitive relationship exists between what the
teacher knows, how the teacher provides an appropriate learning
environment, and how the child responds to what is taught. The personal
and sensitive quality of the arts means that the pupil’s experience is a
highly valued part of the learning process. (p. 3)
I believe that for the Performing Arts in schools to be successful, there should
be a certain amount of fun and enjoyment provided and encouraged by the
teacher. This will only enhance the children’s learning. They will be further
motivated to explore their environment and their own abilities if they are
enjoying themselves.
3According to the Victorian Essential Learning Standards (2005)
The Arts are unique, expressive, creative and communicative forms that
engage students in critical and creative thinking and help them
understand themselves and the world. (p. 4)
Therefore, we as teachers have a responsibility to develop and implement a
program for the Performing Arts which will allow them to achieve this
statement.
This resource has been developed with the generalist teacher in mind. I have
endeavoured to produce learning experiences which are suitable for the teacher
who is a practitioner, a thinker, a facilitator and hopefully someone who will
develop these activities even further. Some of the theory behind my own
philosophy has been included in an effort to demonstrate to teachers why I have
included different sections of the book. In all areas I have endeavoured to use
‘friendly’ language that will assist generalist teachers, as they explore the
elements of the Performing Arts and adopt and adapt the strategies to make
them suitable for their own classrooms.
The format of the book has been planned in an attempt to have teachers read
and understand the theory underpinning the decision to include the different
sections of the resource.
Section 2 outlines the importance of VELS, the utilisation of an integrated
approach to planning and the significance of assessment. Section 3 presents the
three disciplines of the Performing Arts. Each has the elements presented in a
simple table format and subsequently these elements are expanded in written
form.
Section 4 presents the teacher with a number of strategies for organising
Performing Arts classes. It begins with the role played by the teacher and is
immediately followed with the responsibilities of the children in these classes.
The importance of assessment in a Performing Arts program is highlighted with
the inclusion of assessment questions and instruments. The development of
rubrics to assist teachers and children reach the standards established in VELS
and checklists for teachers to maintain records of student achievement have
been incorporated into this section.
It is important that before students participate in any activity, that they are
given the opportunity to ‘warm up’ their body and/or voice, therefore a number
of appropriate activities have been included in the resource. To assist teachers
with the development and implementation of Performing Arts activities,
explanations and guidelines for a number of strategies in Dance, Drama and
Music follow. Words to help teachers create inspiration cards which will give
children a springboard from which to create Performing Arts works have been
4designed for the resource. The final pages of this section outline suggestions
for the creation of a Performing Arts resource box for the classroom.
An important aspect of children’s learning about Performing Arts is
performance, and before they can perform in an appropriate setting, it is good
for them to know about the stage and all that is part of a performance, thus the
section “On the Stage” has been designed. For children (and teachers) the
segment on stage craft, which informs about some of the basic knowledge
needed for quality performance is incorporated. For teachers, guidelines on the
School’s Concert have been created followed by the final two pieces based on
acceptable behaviour for performance team members and members of the
audience.
The next three sections of the resource are specifically designed for different
classes. Each section has a framework of outcomes and skills children need to
learn and develop. A number of activities in each of the disciplines have been
incorporated to assist in the development of the skills. Finally exemplars of
Performing Arts units and integrated units have been created. Most are based
on a picture story book and have different concepts, knowledge and skills to be
taught by the teacher and explored and learned by the student. The units of
work have been developed to assist teachers in the Prep, Year 1 & 2 and Year 3
& 4 learning centres in their implementation of the Victorian Essential Learning
Standards through the Performing Arts. A number of the units have
incorporated the Curriculum and Standards Framework II, to support teachers
with the change of curriculum.
Some units are planned as a complete integrated unit, where domains other than
the Arts are to be implemented. In these units of work the Arts are being
utilised as a vehicle through which knowledge and skills from other domains are
being taught.
The final sections of the book contain a glossary of terms used in the
Performing Arts, and a list of resources for teachers, including suitable music to
assist with the implementation of learning experiences in dance, drama and
music.
At this point I wish to acknowledge the work of my colleague Mauri Hamilton,
and the support that she has given me professionally and personally in the
development of this resource.
It is with great optimism that I look forward to this resource giving ideas to
teachers to assist them in creating a successful and integrated Performing Arts
program in their Early Years classrooms.
Sue Crowe
SECTION 2
IN THE
PLANNING
6“The arts not only give expression to the profound urgings of the human
spirit; they also validate our feelings in a world that deadens feeling.
Now more than ever, all people need to see clearly, hear acutely, and
feel sensitivity through the arts. These skills are no longer just
desirable, they are essential if we are to survive together with civility
and joy”
(Ernest Boyer)
[Date unknown]
72.1 The Victorian Essential Learning
Standards
In 2005, the Victorian Essential Learning Standards was introduced as the
new curriculum for Victorian schools. This curriculum was developed to
ensure that all students receive an education that equips them to meet the
challenges of living in an ever changing world. They will develop learning
skills, knowledge and abilities which they can then apply to new situations in a
flexible and responsible way.
The Victorian Essential Learning Standards are underpinned by educational
principles which will allow students to complete their education with the
competence to:
 Manage themselves as individuals and in relation to others
 Understand the world in which they live
 Act effectively in that world
(Introducing the Victorian Essential Learning Standards, 2005, p.3. )
The curriculum is organised into three Strands to allow for the development
of the above competencies:
 Physical, Personal and Social Learning;
 Discipline-based Learning and
 Interdisciplinary Learning.
Within each of these Strands there are a number of Domains, which are then
divided into Learning Focus statements and Standards which in turn are
organised into Dimensions.
The Domain which is of most interest to us in this resource is the Arts
Domain, however due to the intertwining nature and interconnectedness of
the strands, we cannot explore the Arts on their own, many of the other
Domains will also need to be investigated and implemented in Performing Arts
units of work.
The Arts (2005) document states “Engagement in the Arts involves the
inspired and passionate exploration of ideas and the resultant products and
performances” (p. 4). For teachers this means that they can explore the
8different concepts and elements of the Arts through the various topics they
teach within their classes. For the primary school teacher the door is opened
to Performing Arts activities being utilised to assist children in their
investigation of such diverse topics as ‘growth’, ‘safety’ and ‘friendship’.
Teachers will be able to assist children in the development of self worth and
acceptance of others as “Imagination and creativity, pivotal to the Arts, are
essential to our wellbeing” (The Arts, 2005, p. 4).
What better way to explore the concept of division or multiplication than
through a Performing Arts activity, as children become the items being
divided – they can physically see and be the division. When trying to
understand the notion that when our great-grandparents were children, they
did not have televisions for entertainment, children can act out the different
ways that children of the era played, or sometimes worked. When exploring
the notion of friendship, they can become the characters in a book about the
topic. The Arts can be utilised in any of the other domains as “The Arts are
a vehicle for confronting and exploring new ideas” (The Arts, 2005. p. 4).
In the Arts domain it is maintained that learning in the Arts must be
sequential and that all children should be exposed to the Arts – otherwise
why include this domain in the Victorian Essential Learning Standards? It is
stated that
At Levels 1, 2 and 3 all students should experience learning in
Performing Arts (Dance, Drama and Music) and Visual Arts (Art,
including two-dimensional and three-dimensional, and Media) disciplines
and forms. (The Arts, 2005, p. 5)
The structure of each Domain in the Victorian Essential Learning Standards
is organised into six levels and, as stated above, each level is divided into a
Learning Focus, Standards and Dimensions.
The descriptors for each are:
 Learning focus
These outline the learning that students need to focus on if
they are to progress in the domain and achieve the standards at
the levels where they apply.
9 Standards
Standards define what students should know and be able to do
at different levels
 Dimensions (Standards in the Arts domain are organised into two
dimensions).
Creating and making
The Creating and making dimension focuses on ideas, skills, techniques,
processes, performances and presentations.
Exploring and responding
The Exploring and responding dimension focuses on context,
interpreting and responding, criticism and aesthetics.
(The Arts, 2005, pp 5-6).
The resource that is presented here has been planned using the Victorian
Essential Learning Standards. There is also acknowledgement of the
Curriculum and Standards Framework II (2000), in some units of work, as the
information from CSF II leads into, and works in conjunction with, the new
curriculum.
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2.2 Integrated Curriculum
Some of the exemplars in this book are integrated units of work, while
others are based on a topic, or book, with only Performing Arts activities
listed. The integrated units have been included, because current research,
including that of Geoghegan (1995) tells us that the Arts are a way to assist
children to learn about their world:
Whether through drama, dance, music or visual arts, art educators
have the capacity and the responsibility to work toward a cross-
disciplinary approach that will help ensure that every child in every
school feels the tingle of truthful engagement that a holistic approach
to education can bring. (p. 2)
Often teachers lose sight of what has to be done, that is develop the whole
child. We can become so concerned about the academic development of the
child that we forget the emotional, spiritual and artistic. We need broad,
holistic foresight that will guide our planning and therefore our teaching.
Murdoch (1997) maintains that an integrated approach to teaching “helps
make connections” (p. 6) between the areas of curriculum we teach.
As teachers, we need to ask ourselves, How can we use Performing Arts skills
and strategies to assist our children to better understand the topic we are
teaching? How can we teach them through the arts – not only about the
arts?
An Integrated Curriculum allows children to investigate, collect, organise and
present information so that they can see the relationships, or connections
between what they are learning and how to use this learning in their lives.
Integrated Curriculum is a way teachers can select and organise what is
demanded by the school, system or government and present new learning to
children in an interesting and relevant way. Children are able to acquire an
understanding of their world as they themselves develop values, skills,
concepts and knowledge that according to Wilson and Wing Jan (2003) “apply
across and beyond the traditional constraints of individual learning areas” (p.
11).
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The Performing Arts in an Integrated Curriculum, gives children an
opportunity to utilise a different learning style or different intelligence,
when exploring new learning. An integrated unit presents opportunities for
children to investigate and present their understandings in a way that makes
the best use of their abilities. Murdoch (1998) argues “the ways in which
students can explore and communicate their understandings, feelings and
values about a topic are limited only by their imagination” (p. 67). What
better place to develop this imagination than in and through the Performing
Arts!
When we explore other curriculum areas through the arts we can see the
many concepts which have close ties to the arts. The mathematical concepts
such as over, on, in, through higher, smaller are just one example of children
using simple concepts in the playground and also in movement activities. They
can explore the more significant concepts of time, area, length, mass, and
spatial relationships through movement in the Performing Arts. The arts and
science share a significant number of common elements energy, space, shape,
rhythm, speed, colour, appear everywhere in our world, and are basic ideas to
be explored in Performing Arts. Language gives us many ideas and concepts
for exploration in the Performing Arts. Exiner and Lloyd (1987) state
“Language provides a wide range of material for dance sessions…a dance-
drama can tell a story very well by itself but, on occasions a narrator can
make the interpretation of a story or poem easier to dance” (p. 49).
With the introduction of the Victorian Essential Learning Standards and the
emphasis on the inter-relatedness of the three strands
 Physical, Personal and Social Learning
 Disciplines-based Learning and
 Interdisciplinary Learning,
much of the teachers’ planning needs to look at integrating not only the
disciplines, but also the thinking processes, the personal learning and
communication as well as the other domains, and the Performing Arts are a
great vehicle to assist the teacher in this task.
Children want to explore, discover new things, be on the move, are curious
about the world in which they live. They want to try themselves out against
the environment, manipulate it, accept the challenges presented to them and
13
adapt to those challenges. These children are a very strong reason why the
Performing Arts must be included in an integrated approach to teaching the
curriculum.
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2.3 Assessment as, of and for learning.
Assessment is an integral part of learning and accomplishment in the
Performing Arts. It is the purposeful, systematic and ongoing collection of
information about children’s demonstration of their learning. According to
the Victorian Curriculum and Assessment Authority website (2006)
“Assessment is a part of the learning process. It occurs collaboratively
between the students, teachers, parents, system and the community and
should motivate both learners and teachers. Assessment gathers evidence
for teachers to make informed judgements, interpret and identify areas of
strength and areas for future improvement in learning”. As teachers plan the
Performing Arts learning activities, they should also be planning how they will
monitor student progress. Effective assessment provides observations to
children about their learning, and provides teachers with information about
the reliability and value of the program they are teaching. It offers
students the opportunity to display their knowledge, skills, understanding and
attitudes, and motivates them by recognising what they have accomplished
and achieved.
A wide variety of assessment methods are required to be used, as no single
assessment task suits all purposes, situations or students – this ensures that
the teacher is catering for the individual child’s ability and style of learning.
In the Performing Arts, a range of assessment tasks should provide for group
activities as well as individual presentations. Assessment tasks need to be
authentic, where students are asked to present new learning that has
meaning in their real world.
It is necessary to gather assessment information over time and to cover a
number of skills, techniques and knowledge gained in the Performing Arts unit
or activity. Assessment should be continuous, productive and constructive.
The tasks must provide valid and reliable information that relates directly to
specific learning.
Learning experiences in dance, drama and music provide rich opportunities for
gathering assessment information. Teachers need to choose suitable
strategies or tasks for the particular arts discipline about which the
assessment is to take place. Even if the strategies and skills are being
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utilised as part of an integrated unit of work, aspects of the Performing Arts
will still need to be assessed explicitly.
When assessing learning in the Performing Arts both ‘closed’ and ‘open ended’
tasks must be used, as this provides scope for children to demonstrate their
understanding and skills on a developmental continuum. Closed assessment
tasks are those that will have only one correct result. An open ended task,
allows for children to produce many different results and each will be correct
in its own way. Explicit assessment is documented during planning of the unit,
it occurs within the unit of work or learning experience. It should be
recorded and reported to student and parent. Implicit assessment may or
may not be documented when planning, it occurs within the unit of work or
learning experience. It is not recorded and may or may not be used to
improve student learning.
Assessment in the Arts should be: as, of and for learning.
“Assessment as learning
To provide feedback and opportunities for student reflection and/or self-
assessment to support future learning” (VCAA, 2006).
AS Meta cognitive
Assessment as learning:
 Self assessment
 Peer assessment
 Teacher feedback
“Assessment of learning
To provide information about what students have learnt in relation to the
standard” (VCAA, 2006).
OF Summative
 Summative assessment occurs at different points
during the learning process – usually at the end of
the unit or activity, and makes judgements about
the child’s achievements.
 Summative assessment is judgement as a whole.
“Assessment for learning
To provide information on student knowledge, skills and behaviours to inform
the next stage of learning” (VCAA, 2006).
FOR Formative
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 Formative assessment takes place during day-to-
day classroom activities involving informal
interaction and observation and allows for
feedback from the teacher, or peers, to assist the
child to improve or develop skills, techniques or
knowledge, during the implementation of the unit
of work.
 Formative assessment assists and informs learning.
SECTION 3
THE
PERFORMING
ARTS
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“I believe arts education in music, theatre, dance and the visual
arts is one of the most creative ways we have to find the gold
that is buried just beneath the surface. They (children) have
an enthusiasm for life, a spark of creativity and vivid
imaginations that need training…training that prepares them to
become confident young men and women.”
(Richard W. Riley, 2000)
19
3.1 The Performing Arts
The Performing Arts for the purpose of this book, are Dance, Drama and Music. In
The Arts - a Curriculum profile for Australian schools (1994) it is stated that
In the performing arts areas of dance, drama and music, the outcome is
action, sound or movement performed by the body over a period of time.
The performing arts must be observed and experienced in time and
performance must be seen to embrace the processes involved in their
creating and making. (p. 5)
Children in the Early Years, need to be given many opportunities to explore how
they can create dance, drama and music pieces and then have the chance to
perform these pieces to others. The performance may be only within their own
class, but any work that they have created should be presented to an audience.
The many strategies and activities presented in this book will assist teachers in
facilitating these opportunities to explore, create, develop skills and perform.
DANCE
In the Curriculum and Standards Framework II (1995), it is stated that “Dance is
the exploration of the language of movement, using the body as an instrument of
expression”. (p.7) The Statement on the Arts for Australian Schools (1994)
maintains that “Dance is expressive human movement which forms an integral part
of human life and culture. Dance exists in a large variety of forms and for
different purposes, ranging from social pastime to theatrical performance and
religious rite” (p. 13). This is the Dance that children in the Early Years should
have the opportunity to explore. The classroom teacher must give them many
chances to experience Dance activities, not just for the sake of dancing, but also
for the many other skills and values that children can learn through participating in
Dance. Cone and Cone (2005) maintain
Dance provides children with the means to express and communicate what
they really feel and know about themselves and the world…socially, children
enjoy interacting with others through movement. They laugh and talk with
each other while sharing an experience that is fun and personally rewarding.
(p. 12)
DRAMA
There are many reasons for children to participate in drama in the Early Years of
their education. Because young children explore their world and new concepts
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through play, they need to be given opportunities in a relatively controlled
environment to do so. The naturalness, delight and ingenuousness of young
children’s play can be transferred into the formal learning environment of the
classroom through drama. Burton (1987) asserts that “Drama is a way of exploring
and understanding the world. In common with the language arts, it teaches
communication skills and the use of language and the imagination. Like physical
education, it involves physical development and co-ordination, and it shares with art
an interest in creativity and self-expression” (p. 1). O’Toole and Dunn (2002)
maintain that “Drama is both about exploring – discovering and creating – and about
performing. Principally, especially in the primary years, it is about creating models
– models of behaviour and action that can be practised and performed safely” (p.
3). Drama activities in the Early Years assist children in their development of
social skills, as they work together, listen to each other and share their thoughts
and ideas.
MUSIC
For a school to run a successful Arts program, then the music section of the
program should include activities, such as singing, listening, moving, playing
instruments and composing musical works. These activities not only develop the
children’s musical knowledge, but also develop social, cognitive, affective and fine
motor skills. The Curriculum and Standards Framework II (1995) has listed the
different aspects of music in which students should have experiences “Students
use musical instruments, voices, objects and electronic sources and techniques and
processes, to improvise, compose and perform.” (p. 7). Music is important not only
as a discreet discipline, but also as a means for children to learn about their
culture and the culture of others, as are all the Performing Arts. Bloomfield and
Childs (2000) believe that “As in the case of dance and drama, primary school
children will derive personal pleasure from compiling an exciting and stimulating
musical repertoire” (p. 10).
The Victorian Essential Learning Standards (2005) is a curriculum that supports
the notion of learning being connected. Children are able to develop a deeper
understanding of the Arts concepts when they are given opportunities to reflect
upon the learning tasks and take responsibility for completing these tasks, whether
as a group or as an individual, as outlined in the physical, personal and social
domains of the Victorian Essential Learning Standards. Through the development
of the skills, knowledge and behaviours in the interdisciplinary domains, children
are better able to utilise the skills, knowledge and techniques they have learned in
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the Arts. Through the integration of the Arts with other disciplines, children are
able to utilise learning styles and intelligences, but also make connections to
previous learning. According to VELS (2005)
The Arts domain encompasses a diverse and ever-changing range of
disciplines and forms that can be used to structure teaching and learning
programs…imagination and creativity, pivotal to the Arts, are essential to our
wellbeing because we create much of our world in order to enhance our
experiences and understandings of the diverse perspectives that constitute
our cultural heritage. (p. 25)
The Arts and in particular the Performing Arts, are an important part of child’s
wellbeing, learning and enjoyment of life, so we have an obligation to plan programs
and activities which will assist in the growth of the whole child.
In this section of the book I have endeavoured to present a brief overview of the
Performing Arts. There is a scope and sequence of what should be offered across
the disciplines and across the classes in the Early Years of education. I have
provided brief overviews of the elements of each of the disciplines as well as an
extended explanation of both elements and forms of dance, drama and music.
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3.2 PERFORMING ARTS – SCOPE AND SEQUENCE
Table 3.2.1 below shows the progression of skills that need to be taught in Performing Arts in the Primary School.
Adaptations should be made to suit individual needs and prior skills.
VELS PERFORMANCE
LEVELS
Create and
Organise
Space :Levels,
Direction,
Focus, Size
Shape/Character Time Energy/Dynamics,
Contrast, Mood
Pitch, Volume,
Instrumentation
Responding
1
RED Explore
ideas
Use of single
level and
direction
Making simple
shapes.
Improvisation.
Movement
to music
Swinging.
Soft
Responding to
Music
Simple
comments
2 LIME Make
choices
Use of two
levels and
directions
Use of size
Depicting simple
characters.
Use of simple
gesture.
Responding
to beat
Singing
simple songs
Percussive.
Loud.
Responding to pitch
Playing instruments
(Percussive)
Simple
preferences
2 PINK Select and
combine
Use of
multiple levels
& directions,
size & focus.
Use of
performance
space
Simple role play.
Simple mime.
Use
Simple
‘rounds’ in
singing.
Vibratory
Soft to loud
Changing volume in
singing/instrument
Preferences
giving reasons
3 SKY BLUE Select and
combine
Use of all four
elements
Use of
performance
space
Use of angular
shapes.
Simple role play
Responding
to tempo
Sustained.
Combinations of
above
Playing instruments
in group.
Use of specific
language
3 PURPLE Select
combine,
refine
Use of all four
elements in a
variety of
contexts.
Use of curved
shapes.
Mime.
Use of voice for
character.
Responding
to rhythm.
Harmony in
singing.
Collapsing.
Combinations of
above.
Observance of
conductor when
singing/instruments
Response to
feedback from
others
4 ORANGE
Select,
combine
refine
Use of all four
elements in a
variety of
contexts
Use of curved
and angular
shapes
Extended role
play
Movement,
playing and
singing
Stillness.
Combinations of
above
Use of pitch,
volume in
improvisation
Justification of
reasons
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4 DARK BLUE
Select
combine
refine
Use of all four
elements in a
variety of
contexts
Complex use of
shape and
character
Complex use
of beat,
rhythm,
tempo.
Complex use of all
dynamics.
Complex use of
pitch, volume in
singing.
Response to
works from
other cultures
5 GREEN
Manipulate
Complex use
of all four
elements
Complex use
of space
Complex use of
shape and
character
Complex use
of pitch,
beat,
rhythm,
tempo
Complex use of all
dynamics
Complex use of
pitch, volume in
singing.
Analysis of arts
works
5 YELLOW
Manipulate
Complex use
of all four
elements
Complex use
of space
Complex use of
shape and
character
Complex use
of pitch,
beat,
rhythm,
tempo
Complex use of all
dynamics
Complex use of
pitch, volume in
singing &
instrumentation.
Complex
response
understanding
historical
development
Table 3.2.2 below indicates the phases that should be covered in each year level.
By the end of the year, each child should be able to demonstrate control in each of the skills taught.
The table has been extended through to year 8 to show teachers where they are heading and
to cater for gifted and talented students in Primary school.
PREP 1 2 3 4 5 6 7 8
Red Red
Lime Lime Lime
Pink Pink Pink Pink
Sky Blue Sky Blue Sky Blue
Purple Purple Purple
Orange Orange Orange
Dark Blue Dark Blue Dark Blue
Green Green Green Green
Yellow Yellow Yellow Yellow
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3.3 Movement – The Integrating Factor
in Performing Arts
The three disciplines of the Performing Arts have many links, in particular the
concepts of time, movement and emotions.
Children need many experiences in the area of movement, as this is the concept
that suggests a focal connection between Dance, Drama and Music. As we increase
the children’s skills in observing the world, and develop their awareness of sound,
shape, texture, rhythm and movement in a manner that also develops their
sensitivity to the world around them, we are assisting their overall development.
Time is another concept that links the Performing Arts. Children explore time as
they move with speed, with freedom, or in a jerky, staccato manner. They
demonstrate their emotions through movement and time, and this can be a way
that teachers assist children in coming to an understanding of those around them
and the world in which they live.
Although a teacher may be particularly interested in one aspect or another
of the arts, it is the sense of unity and interrelation which can be so
exciting to teacher and child. Perceived as it is in so many ways – by eye, by
ear, by the kinaesthetic sense itself – movement may be regarded as an
integrating factor of major significance. We see, we hear and we feel
movement. We see and feel shape and texture in angular, spiky, linear,
curved, spiralled, rounded, rough, smooth forms. We recognise movement in
sound – in legato, staccato, rhythm, accent, crescendo, diminuendo. We
appreciate a sense of movement when we hear such words as soaring,
surging, flying, swaying, circling, penetrating, growing. We can appreciate
movement within a dramatic situation
(Russell, 1965. p. 18)
In a Performing Arts program which includes Dance, Drama and Music teachers will
find that activities involving movement will enable children to explore concepts
from each of the arts disciplines. Children will be able to explore rhythm, beat and
tempo in Music and in Dance through walking, skipping, marching, swaying, gliding or
jumping. They will be able to explore the concept of personal space and community
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space in Drama and Dance as they move forwards, backwards, up, down, in a circle,
diagonally, in a straight line or in a zig-zag pattern. Through the exploration of the
concept of dynamics they will be able to participate in Dance, Music and Drama
activities based on percussive movement, sustained movement, movements which
are light, jerky, smooth, strong, gradual in changing speed.
The diagram on the following page (Figure 3.1) may help you to see the connections
that can be made through the linking of the three Performing Arts disciplines.
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Figure 3.1 Connections within the Performing Arts: Dance, Drama and Music
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3.4 Elements of Performing Arts.
(Prep – Yr 4)
Victorian Essential Learning Standards.
Table 3.4 lists the elements across the three disciplines of the Performing Arts
Dance, Drama and Music. There are some concepts which are found in each of
the disciplines.
DANCE DRAMA MUSIC
The Body Voice
Gesture
Movement
Pitch
 Melody
 Harmony
Time Language
Focus
Mood
Space Sound/Silence
Duration
 Rhythm
 Metre
Tension Dynamics/Volume
Conflict Tempo
Energy Climax Tone Colour
Contrast Texture/Timbre
Symbol Instrumentation
(VELS The Arts. 2005. p. 22)
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3.5 Dance Elements
The elements of dance as stated by the Victorian Essential Learning
Standards (2005) are:
 the body
 space
 time
 energy (The Arts, p. 22)
During the early years of schooling children should explore these
elements, beginning with:
 What can the body do?
 How can it move?
 Where can it move?
 With whom can it move?
Often the children will have their bodies ‘become’ a character, an object
or an animal then the questions asked are:
 How does this ‘thing’ move?
 What does it look like?
 What shape is it?
 Does it change shape when it moves?
 Can I give it action words?
By encouraging children to be imaginative and creative in their movements
they will gradually become more confident and less clumsy, more
controlled and responsive to a musical sound and more versatile and
inventive in their individual interpretations. It is best if movement
actions are not demonstrated by the teacher, or copied by children, as
the beauty and style of interpretation will be learned naturally if the
movement is given an aim or purpose.
Every movement no matter how slight requires effort. The body can
bend, stretch and twist, contract and expand, reach out and tuck in,
elevate and fall down. It can be static or locomotive. Movements can
involve the whole body or individual parts of the body. They can be sharp,
fast, slow, controlled or free. Movements allow the body to travel
through space. The body, or body parts, can move high, low, left, right,
over and under. The body can move in simple directions using upper or
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lower body parts and the front and back areas of space. Children can
move in patterns on their own, or in a group.
As children move individually, exploring the space around them they may
come in contact with other children and thus form a partnership – even if
brief. Children can lead or follow and create simple small group
formations.
Children need opportunities to explore movements, or dance, as they move
through time and constantly change shape, place and dynamics. They
need the chance to investigate the concept that movement occurs in
space and is a three dimensional activity which takes place in time.
Children must be aware that movement needs to be given shape before it
can become dance. The human form creates the shape. They also need to
understand that dance is a form of art which communicates with an
audience through the visual language of movement and that the dynamics
utilised in dance give movement life, meaning and energy.
Dance utilises all the movements we make every day of our lives, but as
we add energy and perform them in a certain time, with repetition and in
a stylised manner – we create a dance. For many teachers there is a fear
about participating in the dance/movement lesson, however, if you
remember that you move all the time and just put these movements to
music there does not need to be concern about what you are doing with
your children.
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3.6 Dance Forms
IMPROVISATION
Through improvisation children can feel free enough to create their own
dance works. The spontaneous response to music, words, stories, visual
art can occur in an environment that is non-threatening and relaxed. It
allows children to express their feelings without the threat of being
wrong. Improvisation means taking chances and exploring movements,
directions, levels, space, patterns, energy in an effort to demonstrate
emotions, stories and abstract or concrete themes.
Children need to participate in activities that encourage trust within the
group. They need to develop skills of working with others as a team. The
interpersonal skills of listening, sharing, participating, taking on
responsibility are aspects of a group improvisation.
Improvisation helps children develop a vocabulary of movement as well as
the vocabulary of dance. Children are encouraged to move freely and not
be inhibited by what they think is correct dance. For some older children
they will need to forget the techniques they have learned in dance classes
outside the school. Through improvisation, children can develop the skills
of choreography or dance composition, as they explore space, energy and
time.
REMADE WORK
Children are taught simple dances which have been created by the
classroom teacher, or another group within the class. They must
remember the movements, the directions, the patterns and placement of
the dancers in the dance work. They will be expected to perform the
dance with other children in the class. These remade works could be folk
dances, bush dancing, social dancing or the creative work of another child.
PREPARED WORK
Children create a dance which must be remembered so that it can be
performed for an audience. Many of these dance works will be created
through the utilisation of strategies outlined within this book. Children
will create a series of movements based on words, graphics, stories, music
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or ideas. The movements will be sequenced and a pattern or placement
for the performers will be determined. Movement pathways will be
created by the group and repetitions of the moves will be decided.
Children will be expected to
 Plan
 Practice and
 Present
their work to an audience – classmates, school or parents.
There are many different types of dance. In the early years, much of
the dance explored by children will be creative movement, however, they
need to have an awareness of other styles. The use of videos, visiting
dance groups or invited specialist teachers, as well as attending
community dance activities can assist in gaining this knowledge.
Dance Genres which could be explored include:
 Folk and ethnic dancing incorporating traditional dance forms
of countries, cultures and indigenous societies.
 Musical Theatre.
 Ball-room dancing.
 Bush dancing
 Commercial dance styles encompassing tap, jazz, funk, hip-
hop.
 Classical Ballet involving such styles as romantic, neo-
classical, contemporary.
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3.7 Drama in Education
Education in Drama is aimed at assisting students to
 develop artistic awareness and the skills, understanding and
knowledge necessary for imaginative expression
 offer chances for students to reach their full potential
 extend the learning in drama to learning in other domains
 allow learners to act in, act upon and influence their world
through the exploration of a wide range of life roles in real-
life, lifelike and fictional situations.
 develop essential competencies in communication,
interpersonal relationships, team work, problem solving and
decision making
 enable learners to contribute to drama activities as informed
participants and/or audience members
Activities for learning in and through Drama could include:
 Dramatic play
 Dance drama
 Mask drama
 Puppetry
 Readers theatre
 Mime
 Scripted Drama
 Improvisation
 Role play
 Simulations
This will give the students the opportunity to explore the elements of:
 Role
 Space
 Contrast
 Language
 Movement
 Mood
 Time
 Focus
 Symbols
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3.8 Drama Elements
FOCUS A moment in the Drama
which draws attention to
something
 Action
 Idea
 Sound
 Object
TENSION The force which gives
Drama meaning
 Feeling between
characters.
 Mystery in the drama.
 Surprise.
 Difficulty of the task.
MOOD The overall feeling, tone or
atmosphere of the Drama
 Gloomy
 Bright
 Scary
 Funny
CONTRAST Use of opposing forces at
work in Drama
 Action/Stillness
 Sound/Silence
 Large/Small
 Loud/Soft
 Real/unreal
 Movement/Stillness
SYMBOL The use of something to
represent a meaning in the
Drama
 Object
 Gesture
 Word
 Person
SPACE Place where Drama occurs  Location
 Shape
 Size
LANGUAGE Provides a structure so that
new experience can be
interpreted on the basis of
old.
 Talking to others
(dialogue).
 Talking to oneself
(monologue).
Table 3.8 Elements in Drama
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3.9 Drama Forms
Drama involves a number of different modes. Quality Performing Arts
programs developed for children in the early years of schooling, include
activities to assist the children to develop knowledge and skills in each of
these modes or forms. The drama forms listed and explained below have
not been put in any specific order, but children need opportunities to
investigate each of them.
IMAGINATION
One of the main aims of Drama in the Primary school is to develop the
child’s ability to use his/her imagination. Children need to build
confidence in using their imagination and the teacher has the
responsibility of guiding them through the process. As children develop a
form of imaginative experience founded on memory, which is itself
founded on observation, they need to practice in a constructive
atmosphere. The teacher chooses an activity which will provide a focus
for the children’s thinking. Children then explore this focus through
movement, speech, sound or a combination of any, or all of these.
Teachers need to be aware of a number of considerations when guiding
children in imagination. It is best if the whole group is working together,
so that no one can be distracted by the ‘audience’. Simple directions need
to be given in a calm and uncritical environment, where children ‘trust’
those in the group. The emphasis is on developing creative work and no
child can be ‘wrong’ as they explore and use their imagination. To develop
and broaden their sensitivity, children need to be given many
opportunities to use the different senses (touching, looking, listening,
tasting and smelling).
MIME
Mime offers children a way to express themselves. It helps a child to
develop imagination and complements the work done in movement. The
type of mime suitable for a classroom is not too methodological, but
allows children to explore character, emotion or occupation through
bodily movement, rather than using speech. When a child is actively
involved in imaginative work they often need to express themselves
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through sound, however during mime time, they should be encouraged to
remain quiet.
Children need to be alerted to physical qualities like the weight or size of
objects, but most activities should be linked to ideas which are connected
to the theme being explored in the mime improvisation. Children should
be guided through mime activities as they explore how different people
move and use their bodies in different situations. They should realise
that movement is related to age, health, occupation, mood etc and be
encouraged to be observant of the world in which they live.
LANGUAGE
Talking or speech, is a vital part of drama. We talk to communicate – to
exchange ideas, to express feelings, to encourage, to persuade, to inform
and to enjoy ourselves. Children bring to school, a language that is vital
and rich in expression. They love the rhythmical sound of words and will
experiment in creating new words. A teacher needs to show children that
language can be fun as she/he explores sounds and words and
demonstrates an interest and vitality through his/her tone of voice.
Children soon realise how important language is for communicating with
others, through exposure to and modelling of good language techniques.
They enjoy talking in small groups, especially if they have something to
talk about. A teacher therefore, needs to create a situation where the
children can explore language in the form of conversation, discussion,
argument or even expressing their thoughts out loud.
STORY TELLING
This form of drama involves oral presentations of stories. It should
include the retelling of known stories, such as fairy tales, as well as the
presentation of stories written by the children. Children will develop and
perform drama by exploring roles and situations and developing
characters in the stories.
SCRIPTED DRAMA
This form of drama involves a text which will structure the performance.
Often children develop and perform their own scripts as a result of the
topic they are studying. At other times they will utilise another’s script
as a source for their work. Important aspects of the presentation of
scripted dramas are the use of language and movement.
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ROLE PLAY
Role playing endeavours to make sense of the world and help children find
their place within it. Children are able to gain an understanding of others
and how they are similar and also how they are different. In role play,
the emphasis is on trying to understand and express the problems and
demands of a particular situation or character. Children take on various
well known roles – parent, teacher, brother, sister, classmate – and play
out family or school situations. Role play can be used for problem solving
and situation solving where human relationships are expressed while
children are discovering and exploring feelings of others and themselves.
Role play can also mean taking roles to suit stories e.g. explorer in jungle
or a nurse in a hospital.
IMPROVISATION
Drama improvisation is a spontaneous response to an event in every day
situations. This allows children to gain insight and solve ‘problems’ about
the situation being explored. The ‘solutions’ can be expressed in speech,
sound or movement or a combination of the three. Improvisation enables
them to know both how and why feelings work as they do. Children need
to develop the ability to view the world from another’s perspective – to
‘walk in their shoes’. Through improvisation, greater freedom and co-
ordination of bodily movement is obtained because the children are
conscious of putting their body into imaginative situations.
MOVEMENT
Movement is one of the first forms of communication and expression and
of course learning about the world. Children from a young age, explore
the environment around them in a very active way. Through Drama we
want to give children a further way of exploring their bodies and how
they can make them move, and so come to understand the issues
affecting movement. With this understanding children will come to use
their bodies, and the manner in which they move their bodies, to express
feelings and to retell stories.
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USE OF PUPPETS
The use of puppets in Drama can provide many opportunities for children
to enact situations in dramatic play. Teachers can become part of
dramatic play activities involving puppets by using their own puppets to
interact with students. Often the use of puppets can assist shyer
children to participate in a Drama activity. Children are given
opportunities to create their own puppets, such as a sock puppet, paper
bag puppet, glove puppet, stick puppet and shadow puppet. They can
develop and perform small-group improvisations using their puppets.
Children explore movement, music and language appropriate to the roles
and are encouraged to devise appropriate ways of using space, props and
staging to perform their puppet plays.
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3.10 Music Elements
RHYTHM & BEAT
Beat is the regular pulse running through a piece of music
Have children clap/tap the beat of a piece of music
Have children march to the beat of recorded music
Rhythm is that aspect of music which relates to timing, and is a
sequence of sounds of differing lengths. (The pattern of the
words of a song is the rhythm –some long, some short).
Activities:
As children are singing a known song, have them clap the rhythm
Use body accompaniment instead of clapping for some songs
Using percussion instruments, allow the children to play the rhythm of
the song – try when singing the words and without singing the words
Have the children play a percussion instrument, or clap on the first
accented beat of the song.
PITCH: The pitch is the highness or lowness of a sound
Activities:
Have the children use their hands to follow the ‘path’ of the song. The
hands will be up for the higher parts of a song and down for the lower
notes.
Have children ‘draw’ the path of the song on paper.
Try singing some of the well known songs in a round or canon
MELODY The melody is the ‘tune’ or pattern of notes going up and
down, with a rhythm.
Activities:
The teacher improvises music on a melodic instrument and has children
raise arms high, or low according to the melody. (Use whole body to do
same.)
Children ‘sing’ melodies of songs raising hands on high notes lowering on
low notes.
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Children listen to melodies in recorded music and as a group (hands
joined) raise arms on high notes, lower on low notes. (Again can use whole
body.)
HARMONY The harmony in music is the combined rhythm or melody.
That is two or more notes playing together and sounding
pleasant.
Activities:
Children work in pairs. After listening to a recording of a duet between
two instruments, they choose one instrument each and then move in
response to the music.
TEMPO The tempo is the speed at which music is played or a song is
sung. It can be fast or slow or be a gradual change in the
speed.
Activities:
Children listen to short piece of music and indicate with fingers, arms,
hands any change in tempo. Try same with feet, legs OR whole body.
Children work in pairs – one child plays instrument at varying tempos and
partner must move to that tempo. Change places.
Have children listen for tempo changes in world around them –
Older children could find out terms for different tempos – moderato,
allegro, adagio, presto, largo – place on cards for matching games.
DYNAMICS: The dynamics is the contrast between loud and soft,
or strong and weak, in a piece of music or song.
Activities:
Use flash cards with the words or symbols to tell the children when to
sing (or play) loudly or softly.
With children, work out hand signals or movement to demonstrate loud or
soft.
Select different parts of the song to sing loudly or softly.
Use different instruments to demonstrate loud or soft. Children will
need to listen carefully to each instrument before they make a decision
as to which group the instrument will belong.
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Have children decide which songs should be loud or soft, according to the
story within the song e.g. lullaby is soft, team song is loud.
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Table 3. 10 Music Elements
DURATION PITCH DYNAMICS
(Volume)
TONE
COLOUR
FORM
(Structure)
Rhythm
Lengths of
sounds, and
lengths of
silences and the
pattern
created.
Sounds are
either high
or low and
can move up
and down or
stay at the
same level.
The quality
of sound is
determined
by source and
method of
production
Beat
The underlying
regular pulse of
music
Melody
This is a
sequence, or
variation, of
pitched
sounds
Sounds can be
made by:
Hitting,
Scraping,
Blowing,
Strumming,
Plucking.
Accent
Strong or
emphasised
notes
Sounds can be
made from:
Voices,
Skins,
Wood,
Metal,
Electronics.
Tempo
Speed of the
beat – it can be
fast or slow or
somewhere in
between.
Harmony
Is when tow
or more
pitched
sounds are
created at
the same
time
Music can be loud
or it can be soft.
It can even be
relatively loud or
soft. Often we
make the music
gradually louder or
softer to create
contrast.
Sound sources
can be heard
singly,
or as a
combination.
This is the
overall plan of a
piece of music.
It involves:
motifs,
phrases,
themes and
sections and is
organised by
repetition,
contrasts and
developments.
The easiest way
for young
children to
understand this
concept is by
teaching them
about Verses
and
Choruses in
their singing.
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3.11 Music Forms
According to the Victorian Essential Learning Standards (2005) “Arts
works can be categorised as forms representative of particular formal
and informal fields, genres, products and/or structures” (p. 23). In the
Arts discipline of Music it is a little harder to accurately determine the
many forms. In this section, I have endeavoured to organise the many
areas of music that children in the Early Years could have the opportunity
to investigate and in which they should develop knowledge and skills.
VOCAL/THE VOICE
The voice is a tool and an instrument, a communicator of language and
sound. They can be used for more than arranging words in a musical
context.
SINGING
“Singing is literally the ‘music of the people’. Through it children can
readily express their feelings and share the feelings of others”
(Swanson, 1969, p. 12).
Children learn to sing, just as they learn to speak, in imitation of those
around them. They also want to use their voices to express how they are
feeling or what they are thinking. Singing is the ‘sound’ part of an
expression of body and mind. It should be a joy – not a task.
It is necessary to consider singing as an extension of speaking, in this way
you can understand why there is such a wide range of ability in children’s
singing in the classroom.
When teaching songs remember:
 Use a range of song types in your classes
 Use a variety of accompaniments; for example, body percussion,
keyboard, guitar, percussion instruments, backing tapes or
recordings.
 Sing without musical accompaniments sometimes too.
 Embellish songs with instruments, hand actions and body
movements
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 Give students copies of the songs they are singing – with
notation.
When working on songs to improve the presentation, sing the songs often
during the day. Help the children consider their diction, vowel sounds,
sustained and staccato words, phrasing, tempo and dynamic variations.
Try to vary the way children are placed when they are singing. Explore
the use of Solos, small groups, or a large group. Let the children try
singing when they are standing, sitting, facing same direction, in a circle
Always endeavour to have children sing the songs they are learning to an
audience.
CHANTS
Chants and music are inseparable. They are popular with people of all
ages and involve language and all the elements of music.
Chants can be directed by the teacher or invented by children. They can
create chants from single words or phrases based on the theme or topic
they are studying.
Have children work in small groups, with each group performing a
different verse of the chant. Add sound effects to make the chants
more interesting, or add a word ostinato to a simple well known chant.
Add an instrumental ostinato, when children are confident with repeating
the chant.
THE CHOIR
A choir is a group of people who enjoy singing and want to sing to the best
of their ability as a group.
If you are responsible for a choir, search for music suitable to the age
and capabilities of the children. Use known songs which can be found in
resources such as the ABC songbooks, or use music you want to sing in
liturgies.
Change and improve presentations of well known songs. Piggy-back new
words onto well known melodies.
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Have a “warm up” before singing to ensure voices are not strained and so
the choir members form into a cohesive group.
Work on a song section by section
Try to keep accompaniment simple so that it does not overwhelm the
singing. You can even try singing without accompaniment
Do not overwork a song, but be confident in your choice of songs and
presentation with children.
LISTENING TO MUSIC
Listening to music is a natural pastime that requires attention and
response, it is not merely a mechanical operation of the ears and brain.
Most school activities involve listening to music, but usually the response
is overt, perhaps singing, dancing or accompanying with instruments.
Remember to give children opportunities to listen for the sake listening.
Choose music examples from a wide range of genre. Classical,
contemporary, jazz, musicals, folk are just some examples.
Make excerpts short as young children do not have a long attention span.
When it is finished ask children what they thought of the music – don’t
worry about reasons. Ask them what they heard and even for information
about the music.
Tell children how you have ‘observed’ them respond to the music eg
swaying, tapping – our inward response to music!!!
Ensure children are listening and not disturbing others in the class.
IMPROVISATION
Musical improvisation involves composing as you are performing.
Children are natural improvisers who play with the elements of music to
make songs and pieces as it is a natural way of expressing themselves
musically.
Improvisation demonstrates a person’s understanding of music and the
skills that have been developed and often features in many of the lessons
taken in performing arts.
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SOUND SCAPES/SOUND PICTURES/SOUND STORIES
Children create sound pictures and stories at an early age as they are
immersed in a world of sound pictures and stories.
Sound and music in stories can help us predict what is about to happen.
The composition of sound stories in the classroom should be accompanied
by recorded examples.
Some simple steps for creating sound stories –
 Read the story and think about the sounds needed.
 Explore sound potential of instruments.
 Make sound effects with body percussion or chants (see above)
 Group sound effects in sequence.
 Make sound pictures.
Other Music forms which, according to VELS (2005) “are based on
compositional structures” (p.23) that could be explored include:
 Classical
 Symphony
 Jazz
 Country
 Musical Theatre
 Reggae
 Rap
 Contemporary
 Folk
SECTION 4
IN THE
CLASSROOM
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“First, we need the arts to express feelings words cannot convey.
Second, we need the arts to stir creativity and enrich a student’s way
of knowing.
Third, we need the arts to integrate the fragments of academic life.
Fourth, we need the arts to empower the disabled and give hope to the
enchanted.
Above all, we need the arts to create community and to build
connections across generations”
(Ernest Boyer)
[Date Unknown]
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4.1 The Teacher in Class
PARTICIPATION
Teachers ask if they should join in the Performing Arts class activities.
Many times it is acceptable for teachers to participate, however the class
room teacher should take on a role only if the activity justifies it and if you
feel comfortable using the technique or strategy being explored. The
‘teacher-in-role’ can cause discipline difficulties as you may not be able to
observe all children in the class. If you have to move in and out of role, the
flow and quality of the activity can be lost. During movement activities, it
can often be difficult to see all children – especially if you are changing
levels, directions or even with some specific movements.
If you have a class which is hesitant about taking on roles, or participating
in an activity, then the idea of a teacher who is confident enough and
prepared to join in can often develop very positive and trusting
relationships with the class. But always remember that these Performing
Arts classes are for the children to shine – not the teacher!
CONTROL
As mentioned in the introduction, many teachers are concerned that when
implementing Performing Arts classes, then they run the risk of ‘losing
control’ of the class. This can be because so often the quality of good
teaching is judged by the noise level within a classroom – and Performing
Arts lessons can become noisy as children interact, explore, move around
the room and create music. The solution to this perceived problem is to
establish control signals. The first and essential control is the notion of
freezing. On a given signal children immediately stop what they are doing
and freeze. This can be introduced in a fun way in the first lesson of the
term. Young children enjoy ‘freezing’ as quickly as possible and in
interesting ways, older children like to see if they can ‘freeze’ the best –
that is no movement at all. This control must be reinforced and insisted
upon until it becomes an automatic response from the children. By
explaining that this ‘freeze’ is not to stop the fun or exploration, but often
for the teacher to give new instructions, then children are eager to
respond to this immediate and effective control.
If Performing Arts classes are planned and taught effectively, then
children participate with enthusiasm and commitment and behaviour
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problems are usually eliminated. The role of the teacher then becomes one
of encouraging, advising and affirming the work of the child.
SAFETY
In many schools, the Performing Arts lesson, or activity, may occur in the
classroom. If this is the case, then it is very important that the area be
made safe. Furniture needs to be moved to create an open space where
children are able to create dance movements, dramatic improvisations, or
musical compositions.
PRESENTATION
An important part of the Performing Arts class is for children to present
the ‘work in progress’ – that is, to show class mates what they have
created, or practised during the lesson. However, it is also imperative that
the teacher ensures this is a positive experience for the performer.
Children need to know how to respond in an appropriate manner. They need
to be shown how to make constructive comments that are helpful,
respectful and caring. It is vital that the teacher models this form of
response to children’s artistic creations.
As a teacher you already know that it is more beneficial to the children if
you can make comments which are specific, rather than offering general
praise. If you tell a child you like his/her Performing Arts work, then you
need to give a reason why. Young children in particular need this type of
modelling, as often they will tell a friend that they like the work, but do not
state why. Remember that you need to remind the children that they
should never ‘put down’ another child’s effort, but be supportive and try to
offer suggestions on how they could develop and improve the work.
This is the beginning of children being able to critique arts works - be it
dance, drama or music. It is through these simple comments that the
appreciative audiences of the future are created. It is at this time that
the teacher can begin to educate the children about Audience Etiquette.
RESOURCES
Another valuable detail for making Performing Arts activities fun and
successful, is to remember to provide simple costumes or props. The list
provided is only a suggestion, there are many more items which can enhance
your Performing Arts and integrated classes.
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Have CDs (or Tapes) of a variety of styles of music, available for children
to play during Performing Arts exploration times. This is essential to the
development of an appreciation of different genres of music. If the school
has ‘listening-posts’, then have one of them set up in the classroom, so that
children can listen to music and not disturb others at work.
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4.2 Behaviour in Performing Arts
Classes
Every child participating in a Performing Arts class is there to learn
something new, or practice a skill learned previously. It is therefore
important that the teacher expects, encourages and receives appropriate
behaviour from all children. Often these classes can seem to be free and
easy with no control – however the experienced teacher will provide
structure and give the class a number of guidelines before commencing the
lesson. Students will be expected to:
 co-operate with each other
 treat each other with respect
 speak to each other with respect
 have his/her own ‘personal space’
 allow others to have his/her own ‘personal space’
 use community space appropriately
 ‘have–a–go’ even if it seems too hard, or too easy!
 listen carefully to instructions before beginning an activity
 listen/watch for the signal to stop an activity
 share ideas with others in the group (at the appropriate time)
 give positive/constructive criticism to class mates
 have fun
Teachers may wish to display a copy of these guidelines somewhere that is
clearly visible, to remind children of the behaviour expectations throughout
the class.
A signal for gaining attention should also be decided upon before the class
begins. This may be as simple as the teacher raising a hand, or beginning a
clapping sequence, or using a musical instrument to gain attention. It is best
not to depend on the voice, as Performing Arts classes can become exciting
and noisy.
Teachers need to care for their voices, as they are the most important
teaching tool they will ever utilise.
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4.3 Guidelines for Group Work in
Performing Arts
Many of the Performing Arts activities are based on group work.
Therefore, we require simple guidelines to assist children to achieve
success and to work in a friendly and organised manner within the group.
It is suggested that you make large copies of the suggestions below for
display during activities.
Children need to be encouraged to:
Make Space for All
 quietly form a pair, trio, small group, or a circle as directed
 stay with your group
 try to keep hands and feet safely within the group
 form your group without bothering others
Communication in Group Work
When working in your group remember
 eye contact
 take turns
 listen attentively and actively
 use quiet voices
 use people’s names
 eliminate put downs
If There is a Problem in Your Group
 state the problem
 try to see the problem from another aspect
 negotiate in your group
 mediate in the group
 all group members should try to reach an understanding or
agreement
 if there is still a difficulty ask the teacher to help.
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4.4 Assessment Questions
As you plan your Arts program, or integrated unit of work, the following
questions may assist when deciding on your major and minor assessment
activities.
 Why did you select this activity in your unit as a major/minor
assessment task?
 Which dimension and in which domain have you decided to assess in this
unit?
 Do you use the language of the Domain’s learning focus and dimensions
descriptors to determine your criteria?
 Do you rank the work against:
 a common set of criteria created in a rubric?
 the student’s previous work?
 each student in the class?
 Is the rubric created by the Teacher or the Class?
 Is their a teacher created checklist of skills, techniques, knowledge for
the unit?
 How often do you use assessment tasks at this level?
 How many major/minor assessment tasks are you intending to use in this
unit?
 What is the relationship between the assessment activity and the skill,
technique, knowledge, it is assessing?
 How long will it take to complete the assessment task?
 What resources are available to complete the assessment task?
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4.5 Assessment Instruments
The assessment instruments listed below, may be of assistance when
planning assessment tasks in an integrated unit of work. These tasks will
allow for the demonstration of different learning styles and different
intelligences, as you implement the Victorian Essential Learning Standards.
DANCE
Original Dance – choreographing a sequential flow of body movements that
represent various things being studied
Dance – performing learnt movements, or reproducing another’s
composition.
DRAMA
Charades and Mimes – acting out, or role-playing, various concepts and
ideas from a lesson
Dramatization – enacting various concepts, stages of a process or events
Human Tableaux – using body sculpture to exhibit understanding of a
concept or process (e.g., arranging a group of people into a “living sculpture”
Illustrations through body language and gesture – making appropriate
physical signals and postures to illustrate concepts or ideas one has studied
Impersonations – becoming another person and acting, speaking, feeling,
behaving, as that person would in a given situation
Physical exercise routines – creating movement exercises and routines
that use various parts of the body, concepts or processes
MUSIC
Creating concept songs and raps – creating songs or raps that
demonstrate understanding of certain concepts, ideas or processes
Composing music – creating musical patterns and melody to accompany
various processes, concepts or ideas in a lesson
Discerning rhythmic patterns – recognising various rhythms, beats and
vibrations related to things one has learned
Illustrating with sound – making sounds that are appropriate to and
suggestive of certain concepts being studied
Linking music and rhythm with concepts – relating existing musical-
rhythmic compositions to concepts, processes and ideas being studied
Orchestrating music – illustrating understanding of a concept through such
things as the timing, volume, and pacing of rhythmic patterns
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Reproducing musical and rhythmic patterns – exhibiting understanding
through replication of music and rhythm related to specific topics.
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4.6 RUBRICS
A rubric is a tool used in assessment, usually presented in a table format,
that describes varying levels of quality from excellent to poor, for a
specific assignment, skill, project, essay or performance.
A rubric is used to give informative feedback about work in progress
and/or to give detailed evaluation of final products.
When used correctly, rubrics serve the purposes of learning as well as of
evaluation and accountability
Using rubrics to assess student work is fast and efficient.
Rubrics are teaching tools that support student learning.
The use of quality rubrics assists students in the development of
sophisticated thinking skills.
All rubrics have two features in common: a list of criteria and gradations of
achievement. The criteria are chosen to define and guide the teaching and
learning.
Rubrics make teachers' expectations very clear.
Rubrics provide students with informative feedback about their strengths
and the areas in which improvement is needed.
Rubrics can be constructed by the classroom teacher only, or
collaboratively by students and teacher.
Like portfolios, exhibitions, and other authentic approaches to assessment,
rubrics blur the distinction between instruction and assessment.
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4.6.1 Teacher rubric for assessment task DRAMA (Level 1)
Expected
qualities
Indicators of student performance
High Medium Low
Ability to play in
role (alone and
with others)
Works confidently in role and
represents the characteristics and
actions of the ‘person’ by using
movement, voice and gesture.
Accepts role and changes voice,
gesture and movement to suggest
some characteristics of the
‘person’.
Agrees to role, but requires
assistance to move or use voice and
gesture to suggest they are
someone else.
Use of
performance
area
Uses the dramatic play space to be
seen, heard and understood, and
interacts with others through eye
contact and voice.
Makes use of dramatic play space
and acknowledges others in the
space as they participate.
Shows little awareness of drama as
a sharing experience. Displays
limited movement and use of space.
Ability to
express ideas
and feelings in
role
Consistently expresses ideas and
feelings in a convincing manner
while in role.
Communicates ideas or feelings
through talk and gesture.
Requires teacher assistance and
prompting to use gesture and talk.
Ability to reflect
on the dramatic
experience
Reflects on the dramatic
experience and expresses either
feelings or ideas about their
performance, or ways of
approaching the drama differently.
Communicates their feelings or
ideas about participating in the
drama.
Requires teacher assistance to
communicate ideas or feelings
about the drama experience.
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4.6.1b Teacher rubric for assessment task DANCE (Level 1)
Expected
qualities
Indicators of student performance
High Medium Low
Ability to
create and
organise dance
movements
Explores ways of communicating
ideas and feelings using dance
elements
Beginning to explore ways of
communicating ideas and feelings
using dance elements
Has difficulty exploring ways of
communicating ideas and feelings
using dance elements
Ability to use
levels
Uses more than one level and links
use to content
Beginning to use more than one
level
Uses one level only
Ability to create
and use body
shapes
Makes simple appropriate curved
and angular shapes
Beginning to make simple
appropriate shapes
Has difficulty in making
appropriate shapes
Ability to respond
to tempo
Keeps with the beat Usually keeps time with the music Has difficulty keeping time with
music
Ability to work in
teams
Can listen and respond to the group Is beginning to work in a group Has difficulty in working in a group
Ability to discuss
their work
Can describe in very simple terms Is beginning to describe their work Has difficulty describing their
work
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4.6.1c Teacher rubric for assessment task MUSIC (Level 1)
Expected
qualities
Indicators of student performance
High Medium Low
Ability to
recognize
changes in tempo
Able to distinguish between fast
and slow and move accordingly
Able to move according to speed of
music
Able to distinguish between fast
and slow
Ability to
recognize
changes in pitch
Able to distinguish between high
and low notes and able to sing song
on pitch
Able to sing a song in correct pitch Able to distinguish between high
and low notes
Ability to
recognize
changes in
duration
Able to distinguish between long
and short notes and use them when
creating music
Able to use both long and short
notes when creating music
Able to distinguish between long
and short notes
Ability to
improvise on an
instrument
Able to create music with the
group, in response to a story
Able to play an instrument in
response to story
Able to explore how an instrument
will sound
Ability to work
as a member of
a group
Can listen and respond to the group Is beginning to work in a group Has difficulty in working in a group
62
4.6.2a Student Rubric for Drama Self Assessment (Level 1)
Name:
Grade:
Date:
Tick the column that shows what you did when you were being a ___________________
Did you … Yes I did I will next time
Use your voice?
Use your body?
Use your face?
Use your hands?
Stay in your role?
Use some props?
Use the performance space?
Work with others in the group to plan?
Work with others in the group to perform?
Explore some new ideas with the group?
Explore some new ideas on your own?
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How well do think you did at being a ___________________
(Talk to a partner about how you used voice, body, face, space and write/draw it in this space)
How will you do better next time?
How do you feel about
your drama presentation:
(Colour the one that explains your
feeling)

You think you did very
well

You think you did
okay

You think you might
be able to do better
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4.6.2b Student Rubric for Dance Self Assessment (Level 1)
Name:
Grade:
Date:
Tick the column that shows what you did when you were being a ___________________
Did you … Yes I did I will next time
Use your arms and hands?
Use your legs and feet?
Use your whole body?
Use different directions?
Use different levels?
Stay in your role?
Use the performance space?
Work with others in the group to plan?
Work with others in the group to perform?
Explore some new ideas with the group?
Explore some new ideas on your own?
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How well do think you did at being a ___________________
(Talk to a partner about how you used body, space, levels, directions and write/draw it in this
space)
How will you do better next time?
How do you feel about
your dance presentation:
(Colour the one that explains your
feeling)

You think you did very
well

You think you did
okay

You think you might
be able to do better
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4.6.2c Student Rubric for Music Self Assessment (Level 1)
Name:
Grade:
Date:
Tick the column that shows what you did when you were being a ___________________
Did you … Yes I did I will next time
Listen to the music?
Clap the beat of the music?
Use your whole body to move to the music?
Sing or hum, to the music?
Make different sounds with your voice?
Use an instrument?
Create some music on your instrument?
Work with others in the group to plan?
Work with others in the group to perform?
Explore some new ideas with the group?
Explore some new ideas on your own?
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How well do think you did at being a ___________________
(Talk to a partner about how you used listening, clapping, singing, instruments and write/draw it in
this space)
How will you do better next time?
How do you feel about
your music presentation:
(Colour the one that explains your
feeling)

You think you did very
well

You think you did
okay

You think you might
be able to do better
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4.7 Teacher Checklists
To assist teachers with maintaining records of what children have
explored and what knowledge and skills they have achieved,
checklists should be maintained.
When the class teacher has determined what is to be taught during
the year, based on the scope and sequence for Performing Arts,
then it is important that they are able to maintain records of what
they have taught and in which unit of work. The easiest format for
keeping these records is a checklist.
The teacher determines what skills are to be explored during the
particular unit or activity and what the assessment strategy may be.
A table listing student names in one column and the skills across the
top row is created. Teachers then decide how they will acknowledge
that a student has achieved a skill or completed the assessment
task. They may decide upon a code that will demonstrate that a
student is beginning to develop the skill, is consolidating the skill or
has established the skill, as often a particular skill may be explored
across a number of units of work. Ensuring that a date is added
when the child has achieved a skill, will assist the teacher when
completing the formal report for the student and parents.
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4.6.3b TEACHER CHECKLIST DRAMA
NAMES
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4.6.3c TEACHER CHECKLIST DANCE
NAMES
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4.8 Physical Warm Ups and Cool
Downs
Why have a warm up or cool down? What are you trying to do?
Before any activities in Dance, Drama or Music are implemented,
children need to ensure that their bodies and voices are prepared for
the skill they will be endeavouring to develop.
When planning your warm-up activity, ask yourself
 Is it effective?
 Is it safe?
 Is it relevant to the task or activity to follow?
 Will it assist in teaching the skill?
A physical warm up is designed to prepare the body for the planned task
or activity. Therefore it should
 Increase muscle temperature
 Use exercise to switch on relevant motor programs
Locomotor
 Large muscle groups eg legs – walking
 Footwork – heel/toe tapping
 Ankle work (be careful when stretching that feet do not ‘sickle’)
 Side/back stepping
 Foot crossover work
Static stretching
 Targeting 2 or 3 key joints
Remember
 Control
 Body Alignment
 Posture
Be aware of
 Speed (not too fast)
 Repetition (not too many)
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STRETCHING
When to stretch
 After warming up – light mobility stretches then specific stretches
the activity to follow
 After every lesson or presentation
How to stretch
 Continue to breathe normally – do not hold your breath or pant
 Stretch WARM muscles only
 Do not over stretch – go only as far as you can feel slight tension in
the muscles being stretched, otherwise you can cause injury to
yourself
 Hold each stretch for approximately ten seconds
 Never “bounce” a stretch
 Relax other body parts while you are stretching
 Complete each stretch at least twice
 Ensure that you stretch both sides of the body i.e. right and left
parts
There are many exercises to be avoided in warm up and cool down
sessions. They can cause injury, as they put stress on body parts. Poor
posture, too many repetitions, poor body alignment can also cause
distress to the body.
The exercises below are not recommended for children to perform, as
they put excessive loads on spine, knees, elbows and shoulders. There
are other effective methods of warming up.
It is suggested that you avoid
 extreme neck extension and rolling/circling of the neck
 bending forward to touch toes and then twisting
 straight leg sit-ups, or sit-ups with the ankles being held
 feet over head to touch floor – “plough position”
 full knee bends
 knee rotation
 duck walking
 “hurdler’s” stretch
 holding arms over head for more than twenty seconds
 locking or snapping elbows or knees
 impact push-ups
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WALKING
Have children walk in any direction in the room. On a signal given by the
teacher and as directed by the teacher, they must change
Tempo
Direction
Level
Style
The teacher may decide to use only one of these criteria or a mixture of
the criteria depending on the ability of the children.
FREE MOVEMENT
Children move freely to music in any direction or style that they wish.
Teacher changes music and the children need to change their style or
direction.
ISOLATION OF BODY PARTS
Each body part is exercised in isolation ie. on its own. Children need to
become aware of each part of their body and how they work with other
body parts. This assists the children in exploring how they can move and
use their body to communicate or express ideas.
USE OF SPACE
Children decide how much space they will need if they want to –
Get dressed
Splash in a puddle
Work on a computer
Stretch out at the beach
Watch TV on the floor
Skip with a rope
Skip without a rope
Throw a ball to a partner
BALANCING
Children create individual shapes using balance techniques eg
2 hands, 1 knee, 1 foot in contact with the floor
2 knees, 2 elbows, 1 foot and 1 thumb in contact with the floor
forehead, 1 elbow, 1 foot in contact with the floor
This activity can be implemented in pairs or small groups according to the
abilities of the children.
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GRAFTING
The children sit/stand in a circle in the room. One child is chosen to
move into the centre of the circle and create a shape using their whole
body. Another child moves in to join onto that child, creating a shape of
their own, whilst adding to the combined shape. This continues until all
children have joined the “Group Shape”. Children need to be encouraged
to use a variety of levels to create an interesting whole group shape.
MIRRORING
1. Children follow the movements of the teacher or another child,
just as if they are facing a mirror.
2. Children work in pairs – child A mirroring the movements of child B.
They then reverse positions.
3. Older children work as a group with two leaders at the front.
Children decide which of the two leaders they will mirror OR follow
the lower body of one leader and the upper body of the other
leader.
WORKING WITH CLAY
Working in pairs children become the sculptor and the clay. One child
becomes a piece of clay which the other child will gently ‘mould’ into a
statue. This encourages trust between children and also assists with
focus, as the ‘clay’ cannot move without the help of the sculptor. Activity
can be achieved through gentle instructions from the sculptor to the clay
eg. 'move your left leg'.
PICTURE POSTCARDS
Teacher selects a topic and decides that s/he wants to send a
postcard/photo to the family. Children have to become the postcard and
‘freeze’ in an appropriate position that will tell the audience about the
postcard. This position should be held for ten to twenty seconds.
The activity can be developed further when the picture slowly comes to
life and forms into a new postcard.
BALLOON DANCE
Each child is given a balloon, which they must blow up and tie off.
1. The aim of the exercise is to keep the balloon in continual motion –
not allowing it to touch the ground.
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2. The class is divided into small groups – again the balloons are to be
kept in constant motion – however this time group members are
responsible to keep all balloons in the air.
3. If your balloon touches the ground, you are out of the game,
however your balloon must remain in play in the group.
Children can use hands, heads and feet to keep the balloons in motion.
The teacher may decide on all body parts, or just specific parts to be
used in the activity.
RESPOND TO A WORD
Students respond in movement to words articulating an emotion.
RESPOND TO A PROP
Students explore the use of small props such as scarves, fabric, ribbons
and balloons.
TALKING OBJECTS
Students decide to be an object e.g. a piece of furniture or sporting
equipment. Working in pairs they improvise a conversation with another
piece of furniture or sporting equipment. Try a number of topics in this
way.
ECHO PANTOMIME
Pantomime is acting without words – no lines to learn, no costumes (if no
time). Use facial expressions and body movement to tell the story. Echo
pantomime is a time where the teacher or leader mimes the story and the
students imitate the actions. When children are confident with this it
can be performed using words to accompany the action.
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4.9 Vocal Warm-ups
These vocal exercises can be used for Singing or Drama warm-up.
 Practice breathing
 inhale slowly
 hold breath for count of eight
 exhale - letting breath out with a sound of child’s
own choosing, e.g. ahhhhh mmmmmm sssssss etc.
 repeat exercise increasing length of time breath is
held
 exercise can also be implemented with counting of
breathing in/hold/out/hold for 8,12,16 and so on
counts for each section.
 Practise repeating the alphabet in one breath.
 Sing or say simple well known songs – vary the
tempo/volume/pitch/mood/dynamics.
 Sing or say nonsense words to encourage clear and precise diction.
 Practice vocal scales, arpeggios, exercises – but make them fun not
a chore. Use nonsense words or sounds with students.
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4.10 Improvisation
To improvise is to make up and invent, to discover and create,
to explore unknown and unfamiliar territory. Through
improvisation the teacher opens gateways to the student’s
creative capacity. (Education Resources Group, 1995 p. 27).
It is through improvisation that children are able to create in response
to inner feelings and in imitation of the world around them. Children’s
improvisational work may be based on mimicking work they have seen or
heard, varying ideas from seen or heard works and then even – as they
develop their skills, contrasting with the work of others in the group.
The main focus of improvisation in Dance, is to encourage the flow of
the creative energy and to provide the student with the opportunity to
play with and discover new movement and sensations. Improvisation
develops originality and expands movement vocabulary. When using the
element or concept of improvisation in dance, the activities help break
down barriers and help develop trust and confidence within the class.
Improvisation in Drama is the spontaneous and unrehearsed exploration
of a role or situation using language and movement. It should include
most forms of rehearsal exercises, role-play and story-telling. Children
are encouraged to explore their known world through play and develop
concepts and ideas through acting out situations. As they mature and
their experiences broaden, the interpretations of the roles children
play will demonstrate more insight. Abstract thinking will develop and
the ability to demonstrate a richer characterisation and more in-depth
thinking will be shown. Children should be able to utilise improvisation in
mime as well as dialogue activities.
Improvisation in Music means that children are composing as they are
performing. It is an accepted way for someone to express him/herself
musically and children are natural improvisers who enjoy playing with the
elements of music to create their own songs and pieces of music.
Improvisation supports a student in demonstrating an understanding of
music and the knowledge and skills that they have been exploring and
developing. Musical improvisation should be included in many of the
lessons taken in performing arts, especially in the early years.
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Improvisation is important in areas of movement, story-telling, song and
percussion as they allow the improvisers to keep going - they do not
stop and thus interrupt the flow of the experience, if a mistake
happens. New theoretical knowledge that has been gained in prior
activities can be further explored through relevant and practical
experiences in improvisation sessions. The personality of the improviser
is allowed to grow naturally, as their perception of the world around
them is different to other members of the class, whilst new dimensions
are explored in an improvisation work.
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4.11 The Body as an Instrument
When exploring Performing Arts with young children, the best thing we
can have them use, is their own body.
Each of us can create music with our voice, with our hands, with our
feet. We can whistle, we can stomp, we can spin, we can slide, we can
jump.
Before trying to teach children to sing, dance, or play an instrument, let
them explore what great things they can do with their body.
The following is a run down of the body – and how we may be able to use
each part to create Performing Arts works.
Toes tap out a beat or rhythm
Feet stamp, pound and drum – they want us to jump, hop and skip.
Knees want to crawl and knock together
Hips want to swivel and shake, they like us to rock and roll.
Heart keeps a steady beat to which we can move.
Lungs give power to our voice, and strength to our movement.
Hands clap, slap, roll, rap, and jive.
Arms sway or wave to a beat.
Fingers click, strum and tap.
Voice box vibrates the sound we hum or sing.
Mouth, lips and tongue sing, click, whistle, squeak and talk.
Ears hear the sounds that we want to move to, to sing about, to
reproduce.
Eyes see the beauty we want to dance and sing about, they pick up
the cues to help us create. The eyes convey our mood.
Brain helps us work with all the parts of the body and assists us as
we produce the sounds, movements, beats, tunes, imagination
and feelings that are inside each of us.
(Thanks to Avery Hart & Paul Mantell. [1993] Kids Make Music
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4.12 MOVEMENT ELEMENTS & SKILLS
Table 4.1 displays the skills children should learn through movement activities.
SPACE TIME ENERGY
BODY
AWARENESS
SPACE
AWARENESS
LOCOMOTOR
PATTERNS
ACTION
PATTERNS
EFFORT RELATIONSHIPS
Body Parts  General space
 Self-space  Throwing
 Catching
 Kicking
 Putting
 Striking
Force
 Strong
 Gentle
 Light
Shapes
 Curved
 Twisted
 Narrow
 Wide
 Symmetrical
 Asymmetrical
Directions
 Forwards
 Backwards
 Sideways
 Up/down
Levels
 High
 Medium
 Low
Non-locomotor
movements
 Swing and sway
 Twist and turn
 Bend and curl
 Stretch
 Sink
Concepts
 In/Out
 On/Off
 Jogging
 Running
 Hopping
 Skipping
 Galloping
 Leaping
 Chasing
 Dodging
 Crawling
 Jumping
 Sliding
 Walking
 Spinning
 Twirling
Speed
 Fast
 Slow
 Speeding up
 Slowing down
 Medium speed
Flow
 Fluent
 Bound
 Gradual
 Sudden
 Sustained
 Jerky
 Smooth
 Stillness
Partner/ Small
Group/Large
Group
 Leading
 Following
 Meeting
 Parting
 Matching
 Mirroring
Object
 Hoop
 Ribbon
 Ball
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 Fabric
 Streamer
 Balloon
 Push and pull
 Shake
 Above/Below
 Under/Over
 Beside
 Behind
 In front
 Exploding
 Shrinking
 Expanding
 Arching
Balance
 1 point support
 2 point support
 3 point support
 4 point support
 Paired balance
 Small group
balance
 Large group
balance
Pathways
 Diagonal
 Zigzag
 Curved
 Straight
 Circular
 Direct
 Indirect
 Galloping
 Slithering
 Stamping
 Leaping
 Bouncing
 Rolling
Extensions
 Near
 Far
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4.13 Hints for Dance Making
When wanting children to create (choreograph) their own work there are many ways
we can assist and many tools we can use.
Tools
 Flash cards with action words
 Flash cards with graphics of animals or household objects
 Flash cards with sounds
 Sporting logos
 Arts works – prints
 Calendars
 Post cards
Process
 Have children work in small groups. Give them three or four cards and have
them create a movement for each card. They must then sequence them in any
order they wish.
 Remind them about levels, floor patterns, group patterns, dynamics, unison
work, canon work. (There may need to be a skill lesson to teach some or all of
these).
 After children have practised their sequences and are relatively confident,
have them perform for the class.
 The role of the teacher is to now try and combine the different groups so
that the class will finish up with a long dance sequence.
 Some actions from different groups may be chosen for whole group work,
some be chosen for small group work. You may ask groups to reorder their
sequences so that they will fit in with other groups.
 Placing of children will probably be determined by the teacher as s/he can see
where everyone is. After some practice children may be able to make these
decisions.
In the early stages of these dance creations the teacher may need to be responsible
for selecting the music.
Music may be chosen specifically for the topic that is being studied at the time.
It is suggested that instrumental music be used, as children tend to choreograph to
the words of a song – or use movements that they have seen on videos, if the music is
a current ‘pop song’.
Remember if things are not working ask the children to help you ‘solve the problem’.
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4.14 Rap Guidelines
A rap is a spoken, rather than sung, form of music. But there is still a specific
rhythm to the words, with accents on some counts. There is also an underlying
pulse that is of great importance to the presentation of rap. This pulse is
ongoing, unrelenting and fixed. The words of the rap are spoken alongside the
pulse.
The background music is not made with regular instruments, but rather they
are sound effects created by body or mouth percussion.
The following are guidelines for helping children write a rap song.
 The verse usually has four lines.
 There can be a number of verses to tell the whole story, or give all
information.
 It usually has 7 beats per line – but not always.
 The first two lines always rhyme and the last two lines usually rhyme.
 There are one or two words in each line which are accented, or
stressed.
 When performing, there is usually one main singer and then two or more
people who make the background rap noises.
 There are usually body movements to accompany the song.
Background Sounds
The sounds made by the support or background singers are often created as
Mouth Percussion. They can include:
 The B sound said in an exaggerated way in time to the beat.
 The P sound said with lots of air in time to the beat.
 The S sound said hissingly in time to the beat.
 A clicking sound made by the tongue hitting the roof of the mouth in
different ways.
88
There is also the use of Body Percussion to enhance the rap performance.
These can include:
 Clicking fingers.
 Clapping hands.
 Slapping oneself – thighs, knees, chest.
 Stamping feet.
Body Movements
Body movements which also add to the final performance of a rap are:
 Swaying.
 Side stepping.
 Slide-stepping to either side.
 Placing heel of one foot on floor to front, with toe pointed up. Either
foot.
 Placing foot behind with toe on floor and heel raised. Either foot,
either side.
 Swinging arm forward/back, reversing other arm.
All these movements must be completed with ATTITUDE.
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4.15 BODY LANGUAGE
POSTURE
The way we hold our bodies can express the way we are feeling to others in
the space. The droopiness of a tired body; the hands on hips of an angry
person; the cowering body of fear; the open arms of welcome.
USE OF SPACE
How we use the space around us can also make evident to people how we feel
emotionally towards them. Do we sit turned side on to people, or with our
backs to them? Do we sit closer to our friends than to others in the group?
Are we constantly touching the person to whom we are speaking – as this can
also communicate a different message. Do we lean towards, or away from,
people when speaking to them?
FACIAL EXPRESSION
We demonstrate our emotions to those around us, through our faces – more
than any other part of our body. The mouth and eyes are especially obvious in
demonstrating our feelings. The clenched teeth of anger; the open eyes of
surprise; the curled mouth of contempt; the closed eyes of boredom.
GESTURES
Gestures, or the way we move our hands, head and feet are another way by
which we communicate our feelings, without vocalising them.
In dramatic performance a number of these gestures are established actions
for a performer:
Shaking the fist Making a threat
Hands raised Surrender
Clapping hands Approval
Fingers crossed Hoping for good luck
Waving your hand Goodbye
Nodding head Agreement
Shaking head Disagreement
A pat on the back Encouragement
Pointing finger Directions
Wagging finger You’re in trouble!!
The raised arm/fist Victory
There are also a number of these gestures that we make unconsciously:
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Biting nails Feeling insecure
Covering mouth with hand Not telling truth
Hands covering face Afraid
Hands constantly fiddling Nervous
Hands clenched tightly Frustrated
ACTIVITIES
Children list or draw, as many other gestures, facial expressions, body
positions that they can think of, that may communicate our feelings or
emotions, without needing to speak.
Children work in pairs for this activity. Each pair is given a mirror. Child A
uses the mirror to help as they make a facial expression, without child B
seeing. When child A turns to child B, B has to guess what emotion is being
represented on child A’s face. Reverse roles.
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4.16 Mime Activities
Choose some of these activities to mime
 Blow up a balloon and secure it with a knot
 Climb through a tunnel
 Thread a needle and sew the hem on a pair of jeans
 Eat a hot pie dripping with tomato sauce
 Lay bricks in a wall
 Open a can of soft drink
 Wash a car
 Lift a heavy set of weights
 Uncoil a hose and turn on the tap
 Unpack the groceries for Mum/Dad and put them away
 Make your bed
 Dig a large hole with a spade
 Eat an ice-cream that is melting
 Open a door, walk through and then close it behind you
 Carry a tray full of glasses
 Fill a bucket with water and carry it to the pool where you can empty it.
 Break an egg into a bowl
 Play a musical instrument
 Paint a wall in your favourite colour
 Open a birthday present
Group Mimes
 Form a circle and throw a ball around the circle. Throw gently, fast,
overarm, underarm. Sometimes you miss it because it is thrown too
high, too low, too fast, too slow. You throw different balls – a tennis
ball, a basketball, a ping pong ball, a football.
 Form teams to play tunnel ball
 Form a circle – pass an imaginary object around the circle. At a signal
from the teacher the object will change into something else eg bowl of
hot soup to a bunch of flowers; a kitten to a football.
 With a partner, play a game of tennis or table tennis.
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Miming Emotions
As you mime the following, concentrate on demonstrating the emotions
 Walking in the bush when you see a snake at your feet
 Being very tired on a hot day
 Unwrapping a parcel that you suspect is a trick one (booby trap)
 Being angry because a friend has been mean to you
 Watching a football match when your team kicks a goal
 Walking on hot sand (or road) with bare feet
 Watching a scary video or DVD
 Walking through sticky mud
 Playing on the edge of the beach when a big wave comes in
Miming Stories
Choose a partner or small group, and mime the following nursery rhymes
 Jack and Jill
 Little Miss Muffet
 Humpty Dumpty
 Old King Cole
Working in a group mime scenes from the following fairy tales
 Cinderella
 Jack and the Beanstalk
 Snow White and the Seven Dwarfs
 Little Red Riding Hood
Have children select their favourite nursery rhymes or fairy tales after they
have explored the above.
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4.17 The Mask
To assist children with developing a character, the use of ‘the mask’ can be of great
assistance. The mask can be a physical object placed over the face, or it can be a
hand movement (a swipe of the hand from top to bottom of the face and reversed for
removing the mask) that tells the child that s/he is changing character. The mask is
an aid, which helps the wearer transform into another person, animal or object.
As another character, the wearer of the mask should see the world through the eyes
of the ‘new’ character rather than his/her own everyday eyes. The change of
character should occur as soon as the mask is put in place (on the face), and ceases
when the mask is removed.
The mask affects the whole body – not just the face. The children need to explore
this change of body. The voice also needs to be developed to suit the character that
the mask is representing. If the mask covers the face fully, then the use of the voice
may not be necessary, however if a half mask is being used, then it is important for
children to develop the voice for the new character.
As soon as the mask is on, the child must be addressed by his/her character name, not
their usual name. The mask is larger than life, therefore the wearer must create big
moves, moments of stillness and stylisation, of posture and movement.
For children to ‘own’ their mask and therefore the new character, they can make
masks to suit the topic or story being explored, during a visual arts class
Children may need some time to become fully confident in their ability to become a
different person when wearing the mask. They need to be given many practice
sessions of ‘putting on the mask’. If using the hand movement to put on the mask,
children may want to rehearse in front of a mirror. As they swipe their hand down
the face they could practice the change of emotions, eg happy to sad, with a swipe of
the hand. This activity can become a game as children ‘pass the face’ to the person
sitting next to them. The game can be adapted in many ways to suit the needs of the
class.
Remember that ‘the mask’ must always be treated with respect, both physically and
verbally.
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4.18 Body Percussion
Body percussion is the creation of a musical accompaniment using the
sounds made by slapping, clapping, stamping, flicking parts of the body.
When children are developing skills in beat and rhythm, these are
simple, yet exciting ways for children to explore and learn.
CLAPPING Hands flat
Hands cupped
Fingers on palm
Fingers only
Hands on knees – alternating left/right
alternating hands on knees and clapping
CLICKING Fingers STAMPING whole feet
heels
toes
SLAPPING hands on knees FLICKING on the other palm
hands on heads (gently) on other body parts
hands on cheeks – mouths
open/closed
RUBBING fingers together
hands together
in cupped position
on backs of hands
HANDS ON FLOOR
TAPPING
fingertips
knuckles
whole hands
finger nails
whole fingers
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4.19 Suggested Instruments for the
Primary School Classroom
Cabasa The Cabasa was designed to create rhythmic scraping
sounds and patterns. The beads can be manipulated against
the textured steel or the instrument can be spun or shaken
for varying sounds
Castanets A percussion instrument consisting of a pair of slightly
concave shells of ivory or hardwood, held in the palm of the
hand by a connecting cord over the thumb and clapped
together with the fingers. Often used in the plural.
Claves A cylindrical hardwood stick used in a pair as a percussion
instrument
Cymbal a percussion instrument consisting of a concave brass disk;
makes a loud crashing sound when hit with a drumstick or
when two are struck together
Double Headed
Tone Blocks
A percussion instrument consisting of two hollow cylinders
on a handle which is struck by a wooden stick. Each cylinder
gives a different tone when struck.
Glockenspiel a percussion instrument consisting of a set of graduated
metal bars mounted on a frame and played with small
hammers
Guiro A Latin American percussion instrument made of a hollow
gourd with a grooved or serrated surface, played by
scraping with a stick or rod.
Maraca A Latin-American percussion instrument consisting of a
hollow-gourd rattle containing pebbles or beans and often
played in pairs.
Metallophone A percussion instrument consisting of a graduated series of
metal bars struck with either hand-held or keyboard-
controlled hammers
Sleigh Bells A small bell attached either to a horse when drawing a
sleigh, or to the sleigh itself; especially a globular bell with
a loose ball which plays inside instead of a clapper
Snare Drum A small double-headed drum having one or more wires or
cords stretched across the bottom head to increase
reverberation. Also called side drum.
Tambour A percussion instrument consisting of a small drumhead
which is usually played by striking with the hand.
Tambourine A percussion instrument consisting of a small drumhead with
jingling disks fitted into the rim, usually played by shaking
and striking with the hand
Temple Block A percussion idiophone similar to the wood block. The
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temple blocks are typically a set of five hollow wooden (or
hard plastic) blocks of different sizes with a slit through
the middle. When struck with a stick or mallet, the temple
blocks sound pitches higher or lower, depending on their
size. The smaller the temple block the higher the pitch.
Although temple blocks are not considered pitched
instruments, they can produce discernable pitches, and
some temple blocks are actually tuned to the pentatonic
scale. The temple blocks are larger and have a more
resonant sound than the wood block.
Tone Blocks A percussion instrument consisting of a hollow cylinder on a
handle which is struck by a wooden stick.
Triangle A percussion instrument consisting of a piece of metal in
the shape of a triangle open at one angle.
Tulip-Shaped
Tone Blocks
This instrument is the same as a tone block only the hollow
end is tulip shaped to give a different tone.
Vibraslap A vibraslap is a percussion instrument consisting of a piece
of stiff wire (bent in a handle-like shape) connecting a wood
ball to a block of wood with metal "teeth" inside. When the
percussionist holds the handle in one hand and strikes the
ball (usually against the palm of their other hand), the metal
teeth vibrate against the wood block, causing a distinctive
rattling sound. The instrument is the modern descendant of
the jawbone.
Wood Blocks A percussion instrument consisting of two wooden blocks
which are hit together to create sound.
Xylophone A percussion instrument consisting of a mounted row of
wooden bars graduated in length to sound a chromatic scale,
played with two small mallets
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4.20 Using Words to Create…
The following four pages of this section contain lists of words.
These lists have been compiled in an effort to assist teachers
and children as they explore dance, drama and music.
The first is a list of words that children can use to help
explore their emotions and how they may be feeling on a
particular day. They can also be used to aid them as they
develop the character of a part they may be playing in a role
play or a scripted play. The words can be used in the abstract
format of dancing an emotion, singing a song in a certain way,
or to retell a story showing the feelings of the characters.
The second group of words are for the younger children as
they explore the movements and actions of animals and insects
which they may want to use as they retell a story through
dance, drama or song and music.
The list of words under ‘More Movement Words’ is there for
the use of the teacher initially, so that flash cards can be
made for use by the children The flash cards will give the
students ideas and directions as they create a simple dance
sequence, or develop a certain character, or even create a
piece of music to play as a story is being retold..
The final sheet is a list of ‘Concept Words’ which have been
included to give the teacher some inspiration when they are
trying to encourage the children to move in a particular way.
Some of these words may be more suitable for older children,
however the classroom teacher will be able to use these words
to describe a particular way of moving, or creating a character
for a specific story, or writing and performing a piece of music
to demonstrate emotions.
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4.21 Feelings List
Amazed
Angry
Anxious
Bashful
Bored
Calm
Compassionate
Confident
Content
Determined
Dopey
Envious
Excited
Fearful
Frustrated
Generous
Great
Grief
Grumpy
Happy
Horrified
Impatient
Indifferent
Jealous
Joyful
Kind
Loving
Lousy
Mean
Mischievous
Nervous
Optimistic
Pessimistic
Quiet
Scared
Sleepy
Tearful
Terrified
Victorious
Wonderful
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4.22 Words to Help Explore How
the Body can Move…
BUTTERFLIES;
Flutter
Float
Rise
Sink
Settle
Folds its wings
Takes off
Rests.
(Try these actions with your
hands only and then try with your
whole body.)
BIRDS:
Swoop
Hover
Dive
Glide
Float
Circle
Flap
What other action words can
you and your class add to
this list?
ANIMALS:
Slink
Crawl
Creep
Scurry
CATERPILLARS:
Rising
Curling
Sinking
Winding
Meandering
Undulating
Reaching out
Stopping
(Try these actions with your
fingers moving along your arm,
then try with your whole body.)
JELLY:
Shiver
Quiver
Tremble
Wobble
Have you tried hand or foot dancing with your group?
Children work in pairs and have only their hands and arms moving and
intertwining with each other, moving in and away. The rest of the body must
remain still (preferably seated on the floor) while the hand/foot dancing
happens.
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4.23 MORE MOVEMENT WORDS
To create flash cards of these movement words, enlarge the words
below to 72 font and justify in centre. This should give you two words
to a page for easy cutting and laminating.
You may wish to colour the print to make them more interesting.
Balance
Circle
Clamber
Climb
Crackle
Creep
Crumple
Curl
Curved
Dart
Drop
Fall
Fast
Flash
Flicker
Flit
Floppy
Freeze
Gallop
Gurgle
Gush
Hover
Jerky
Jump
Leap
Linger
March
Pause
Pull
Push
Run
Shape
Skip
Slip
Slow
Sparkle
Spiral
Splash
Splatter
Spread
Stamp
Stay
Step
Step
Step Around
Step Over
Step Through
Step Under
Stop
Stretch
Strong
Tiptoe
Trickle
Trot
Turn
Twist
Wavy
Weak
Whirl
Whirl
Whoosh
Zig-Zag
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4.24 Concept words for Performing
Arts and Integrated Curriculum
Accent
Aggressive
Agitated
Articulate
Asymmetric
Balance
Blending
Bound
Brilliant
Brittle
Buoyant
Colour
Constant
Contour
Density
Dimension
Direction
Distance
Dynamic
Elastic
Energy
Extensive
Faded
Falter
Fast
Feathery
Firm
Flimsy
Flow
Fluid
Free
Frothy
Harmonious
Heavy
Impelling
Inflexible
Isolated
Jagged
Large
Levels
Light
Mass
Metre
Passive
Pathways
Perspective
Phrase
Placid
Punctuation
Quantity
Ranting
Regular
Repetitive
Resilient
Resistant
Resonant
Rhythm
Rounded
Scant
Shape
Silence
Size
Slow
Small
Smooth
Space
Stiff
Strained
Strong
Sudden
Sustained
Swinging
Symmetric
Texture
Unyielding
Vast
Vibratory
Vigorous
Vigour
Volume
Weight
Words
With thanks to
Johanna Exiner & Phyllis Lloyd.
“Learning through Dance”
(1987)
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4.25 PROPERTIES (PROPS)
Properties (props) are small articles used on stage, which are not part
of the scenery or costume. They are real life objects (not mimed) that
characters use in a performance. For example a walking stick; a cup
and saucer; a toy; a scarf.
A variety of props should be made available to children, as they can
assist them in their exploration of character, of movement and of
space.
Allow children time to freely experiment with the props. How can you
wear them, use them, move them, throw them, catch them (safely)?
Children work in pairs with one shared prop. What story can you tell
about this prop or with this prop?
Children work in a small group with two or three props. They can
create and retell a story about where the prop came from, who owned
them originally, what they may be used for.
 Create a MIME using a prop.
 Create a DIALOGUE with a partner using a prop.
 Create a DANCE using a prop.
 Create a SONG or CHANT about the prop.
Props such as scarves or fabric can be used to help children learn how
to move their bodies. They can focus on balance, various body
movements and making the prop central to their movements.
Various appropriate props are listed in 4.26 The Performing Arts
Resource Box.
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4.26 The Performing Arts
‘Resource Box’
The items in a Performing Arts Resource Box can be used for warm up
activities, in the assistance of character/role creation, to help set a
scene or as the starting point of an improvisation in Dance, Drama or
Music.
 Masks
 Lengths of Fabric a variety of colours in two metre
lengths of bem-silk
 Scarves
 Hats
 Puppets (various styles)
 Ribbons on sticks
 Balls – various sizes (Foam or light balls)
 Balloons
 Hoops
 Boxes of various sizes
 Wands
 Blindfolds
 Variety of CDs (or tapes) – Classical music,
contemporary music and children’s songs/music,
dance music.
 Sun glasses or frames from old prescription
glasses
 Mirrors of varying sizes (ensure they are safe - no
breaks, cracks or sharp edges)
 Silk flowers of various sizes and colours
 Percussion instruments:
 Rhythm sticks
 Castanets
 Tambourines
 Triangles
 Sleigh bells
 Tone blocks
 Cymbals
 Finger cymbals/Indian
bells
 Guiro
 Hand drum/Tambour
 Maracas
 Shakers
Class sets of the items listed above will make Performing Arts more
interesting:
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“Dancing is a way of capturing and interpreting the essence of what is
to be learnt and there is hardly anything one cannot dance about. The
body’s inherent awareness of space, its sense of rhythm and the flow of
its energy enables us through dance, to establish connections with line
and shape, texture and tension, colour and sound and many more of the
diverse phenomena which make our world such a rich place to live in”
(Exiner & Lloyd, 1987.)
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5.1 Basic Stage Craft
When participating in the Performing Arts, children in the early years need
to explore the basic elements of stage craft. These elements can include
costume, make-up, properties, set design and direction.
COSTUME
Children love to dress-up, especially if they are playing a character in a role
play. In the early years, it is best to keep costumes very simple. Children
can develop their imagination when costumes are kept to a minimum. By
wearing one article – a hat, a scarf, an apron, or carrying a simple prop - a
bag, a tea-pot, a walking stick, children find it a little easier to assume the
role of the character. However, they should not be encouraged to allow the
costume to ‘take-over’ and therefore not develop skills of characterization.
The use of lengths of fabric to create a costume, is another way to assist
children in developing their imagination.
MAKE-UP
In the early years children do not need to wear make-up for performance,
but they can learn of the importance of using make-up to assist in creating
characters in theatre and on film. They can explore the make-up from the
musical Cats or note how, in some films, the use of make-up can create the
appearance of aging.
PROPERTIES (PROPS)
The items listed below are wonderful objects to assist children in their
exploration of space, of character, of movement -
Scarves Boxes Hats Bean Bags
Hoops Paper Ribbons Fabric lengths
Using these simple objects (Props) in Performing Arts, children are given an
opportunity to explore space, character and movement.
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They can explore the creation of movement to represent fire, wind or
water, or other natural elements. They can delve into characterization as
they create costumes for the role they are playing. Or they can
investigate abstract ideas like emotions and demonstrate a way of
expressing these with a simple prop.
What can they do using these items? Teachers should give them as little
direction as possible, however here are a few ideas for you (the Teacher),
to share with your children
 How many shapes can you make with your prop?
 How many ways can you move through/under/behind/beside/over
your prop?
 How many different ways can you WEAR your prop?
 How many ways can you balance/jump/sway/contract/expand/roll
with your prop without damaging it?
 Imagine that these props are anything that you want them to be…
 Use your prop to help retell a story.
 Use your prop in a short mime sequence.
 Use your prop in a short dance sequence.
 Create vocal sounds to accompany the movement of your prop.
 Working with a partner, explore what you can both do with your
props.
SET DESIGN
Sometimes children will need simple items to assist with the retelling of a
story through drama, dance or music. For example when re-telling the story
of Goldilocks and the Three Bears, they may need chairs and table, and
beds set up in another area. The use of a simple set – designed and made by
the children, can enhance their performance experience. These sets should
be items that are easily available in the classroom, again to help children
develop their imagination.
DIRECTION
When exploring performance areas, particularly the STAGE, children need
to be aware of the different parts of the stage. This assists when
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participating in dramatic and dance performances. Table 5.1 on the next
page presents the different areas of the stage.
Table 5.1 Stage areas and where they are situated
STAGE AREAS WHERE THEY ARE SITUATED
Stage Centre the very middle of the stage
Upstage the area towards the back of the stage
Downstage the area towards the front of the stage
Left or Prompt Side to the performer’s left side when facing the
audience
Right or Opposite
Prompt side (O.P.)
to the performer’s right side when facing the
audience
Wings the area where an entrance is made onto the stage
Back Stage the space behind the performance area
Side Stage The space beside the performance area, where
performers wait to enter through the wings
Green Room The room beside the stage where performers
await their time on stage.
Dressing Room The rooms where performers put on costume and
make-up before the performance
Cast The term often used to represent those who are
performing on stage
Audience A group of people with whom the performer shares
his/her work
A Diagram of the Stage
0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0
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WINGS
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0 0
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Figure 5.1 The Stage
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5.2 The School Concert
The School Concert should be the culmination of the work you are
implementing in the Performing Arts program – not an event that causes a
great deal of worry and stress for some teachers, and extra time taken out
of the classroom for the children. Children should be planning and
preparing for the concert for at least a semester in the Performing Arts
classes, or as part of the Integrated Curriculum topic being studied. The
only extra time which may be needed is taking children to the performance
venue the week of the concert.
The School Concert should be a time when all students have the opportunity
to perform, no matter how talented, or otherwise, they may be. If the
school has decided to showcase the talents of a small group of children,
then a particular item could be planned for this group.
CONCERT ITEMS AND THE CLASSROOM TEACHER:
When faced with selecting an item for the concert, many teachers panic –
but eventually find an idea that they develop into an exciting item for the
children to perform. There are many published performance items that are
easy to implement as stage directions, music, costumes etc are all suggested
as part of the publication. If you wish to develop your own idea however,
there are a number of steps that need to be considered:
 When selecting an item be careful that it will not be too long. Young
children can maintain a character for only a short length of time.
Audience members also become easily distracted and need short well-
rehearsed items to maintain their concentration. Ten minutes per
class item, plus getting on and off stage, is usually enough time for
the children to give a well-presented performance.
 Before choosing an item that contains dialogue, ensure that there is
an adequate sound system in the performance venue. You will then
need to direct the children on how to use the microphone without
making it obvious.
 Try to give each child an opportunity to “star” - that is plan that
many children have a line of dialogue, or come to the microphone to
lead singing (don’t worry too much about the voice), or come to the
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front line for part of a dance. Every parent wants to see his or her
child as the “star”.
 Avoid costumes or masks that hide the face of the child – again
parents want to see their child. If there is dialogue, children’s voices
will also be masked. It is difficult to see through and breathe in a
mask.
 When directing your item, ensure that children work towards the
front of the stage – especially younger children.
 When they are speaking or singing, make sure children are facing the
audience. If their backs are to the audience their voices are
muffled.
 Keep choreography of the dances simple. Remember that not all
children are gifted in dance. If you want to showcase a particular
child – then give him/her a short solo.
 Keep dance routines simple so that children are not puffed out, and
again do not use too many steps where children turn away from the
audience if they are singing.
 Keep the songs simple - not too much harmony unless it is a choir item
– especially if children are also dancing.
 Teach the children basic stage knowledge, before they go to the
performance venue.
 Teach the children theatre etiquette, before they go to the
performance venue.
 Have another teacher (a critical friend) comment on what is
happening in the item as you begin and continue practices at school.
CONCERT CO-ORDINATOR:
The Concert Co-ordinator has a very important and possibly stressful role.
To make the task a little easier here are some suggestions and questions
you may wish to consider
 If children are planning and presenting their own item, ensure that
you, as the co-ordinator, view it well before the concert date, as they
may need some assistance in perfecting the performance, or even
changing things that are not working well, or not acceptable at a
school concert. Be aware of children copying inappropriate song
lyrics and dance moves, from video clips.
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 Before the concert rehearsal, ensure that you have visited the
performance venue and know what equipment is available e.g. sound
system, number of microphones, CD players, and lighting. Can you ‘fly’
scenery? Are the curtains slow in opening/closing? How big is the
backstage area? How can children get on and off stage in the most
organised manner? Is the venue large enough to allow all parents to
view the Concert? Is the stage big enough for the larger grades to
perform their items comfortably?
 Advertise the date of the Concert well in advance so that parents can
put it in their diaries. Select a date that will not clash with
important Parish or community events for example Church
celebrations or Football finals
 Do you need parent helpers as ticket sellers, seating guides, program
sellers, backstage helpers, costume makers and the various roles
needed for a successful concert?
 When planning the order of the program, try to give variety. Do not
have all the Junior items together. Try not to have all musical items
one after the other. Do you really need an interval?
 Do you need someone to welcome members of the audience? If so –
who?
 Where will children sit during the performance – in the auditorium (if
there is room) or out in the dressing rooms? If in the dressing rooms
do you have enough adults for supervision? Remember some staff
members will be needed back stage!
 Have you organised a process for parents to collect children after
the concert?
 Will children come to the concert in costume or change at the venue?
 Who is responsible for organizing collection of costumes after the
concert?
 Who will ensure all needed props and sets are at the performance
venue?
 When will the stage be set up for the performance and who will be
responsible?
 Who is responsible for creating the program? Will children be asked
to design parts of the program? Make sure that this is not left until
the last minute.
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Remember that you are the Concert Co-ordinator that does not mean that
you have to do all the tasks mentioned above, by yourself. Be prepared to
ask for assistance from responsible and knowledgeable staff, parents and
community members and to delegate tasks to others. There are many in the
theatre community who are very willing to give their assistance to different
performing groups and that includes primary schools.
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5.3 Performing
A child’s performance to the wider school community is often in the school
concert. The item is usually the creation of the classroom teacher or a
specialist teacher. The child is presenting pre-made work.
Although the school concert in this form is important, the creative work of
the child must also be presented to peers and/or the wider community.
When creating an Arts work in Dance, Drama and Music children have
already followed a number of steps. They have
 explored an idea or concept,
 planned and created an Arts work and
 practised this work.
Now they need the opportunity to present, or perform, the work before
they can reflect upon what they have achieved. Children also need to hear
from others about the work, they need feedback from their peers and the
class teacher to help them further develop their knowledge and skills.
Through these opportunities to perform, children are demonstrating their
ability to not only plan the work, but to communicate their feelings, ideas,
understanding of different concepts and own past experiences. They are
also given the opportunity to choose and arrange the knowledge and skills
gained from past learning experiences.
Through reflecting upon their own and others’ performances children are
given the chance to identify and discuss what they have done and what they
have achieved.
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5.4 Theatre Etiquette
The guidelines below are for all performers:
 Before the concert begins, the stage should be empty for backstage
crew to prepare for the first item.
 When waiting backstage for your item there should be silence.
Otherwise the children who are on stage cannot be heard by the
audience.
 Performers should remain off stage until it is time to perform.
 When you are on stage you should remain quiet, unless you have
dialogue to say, or a song to sing.
 Endeavour to remain silent and still until the curtain is raised. You
should be “frozen” in position waiting for the performance to begin.
 Try not to giggle when on stage. We know you are nervous, but this
laughing and giggling suggests to an audience that you are not sure of
what you have to say or do!
 When your item finishes, you must remain “frozen” in your position
until the curtain closes fully.
 It is considered bad etiquette to wave and point at the audience
while the curtain is closing.
 Always move on and off a stage as quickly and as quietly as you can.
 Listen carefully to the stage manager’s directions.
 Make sure you know where the props are located, especially the ones
you have to use on stage.
 HAVE FUN – but remember you are performing for an audience.
This list of expected behaviour when performing on stage, could be copied
for each student and discussed within class time and before a performance.
It could also be printed as a poster for display in the green room at the
theatre.
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5.5 Audience Etiquette
Members of an audience have a number of responsibilities that go with the
right of being entertained at a performance.
These responsibilities include
 Listening attentively.
 Watching attentively.
 Refraining from chatting to the person beside you.
 Refraining from distracting the performers.
 Refraining from distracting other audience members.
 Responding to the performance in an appropriate manner.
The rights of a member of the audience include
 Being able to enjoy the performance.
 Expectation of a high quality of performance.
 Expectation that performers will do their best.
 Not being disturbed by other members of the audience.
120
SECTION 6
IN THE
PREP
LEARNING
CENTRE
“For most children, the Arts provide a
natural route for connecting
with the
curriculum in a personally
meaningful way”
(Linda Crawford, 2004)
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6.1 PREP FRAMEWORK
Once introduced, core content is to be revisited and developed in subsequent levels. Each concept needs to be revisited and reinforced during the year.
VICTORIAN ESSENTIAL
LEARNING STANDARDS LEVEL
1
Curriculum & Standards
Framework II Outcomes –
Level One
Term One Term Two Term Three Term Four
DANCE
 Body Parts and Body
Actions
 Space
 Levels
 Directions
 Rhythm
DANCE
 Movements – rolling,
crawling skipping etc
 Body shapes
 Tempo
DANCE
 Rhythmic patterns
(repetition)
 Dynamics
(sustained/percussive &
strong/weak)
DANCE
 Axial movement
 Learn simple dances
(folk or
choreographed by
teacher)
 Identify forms of
Dance performed in
the community
DRAMA
 Games (Play)
 Mime
 Small group Role Play
 Movement

DRAMA
 Voice – variety
 Facial expression
 Spontaneous
improvisation -
dialogue
DRAMA
 Shadowing
 Using imaginary items
as props
 Puppetry
 Acting out Story
DRAMA
 Participating in simple
scripted plays
 Identify forms of
Drama performed in
the community
Communicate ideas when making and
presenting performing arts works.
This is evident when the student is able to:
 explore ways of using performing arts
elements to communicate ideas and
feelings
 improvise movements and/or sounds in
making performing arts works
 use materials, techniques and/or
processes to make performing arts
works
 present performing arts works to other
class members.
Communicate personal responses to own and
others' performing arts ideas and works
This is evident when the student is able to:
 communicate their understanding of the
use of performing arts elements in
performing arts works
 communicate personal observations and
feelings relating to performing arts
activities
 identify examples of the performing
arts in own life and in the community.
MUSIC
 Using Voice to
produce sounds
 Listening
 Beat & Rhythm
 Singing
MUSIC
 Un-tuned percussion
instruments
 Pitch
 Singing
 Listening
MUSIC
 Body percussion
 Dynamics
(smooth/detached)
 Duration
 Singing
 Listening
MUSIC
 Create simple Sound-
scapes for stories
 Singing
 Listening
 Identify forms of
Music performed in
the community
Discipline based learning strand
The ARTS
Dimension:
Creating and Making
At level 1, students: make and share
performing and visual arts works that
communicate observations, personal ideas,
feelings and experiences. They explore and,
with guidance use a variety of arts elements,
skills, techniques and processes, media,
materials, equipment and technologies in a
range of arts forms. They talk about their
own arts works and arts works and events in
their community
General:
 Communicate ideas through Dance, Drama and Music
 Communicate experiences through Dance, Drama and Music
 Communicate feelings through Dance, Drama and Music
 Working co-operatively
 Decision making
 Improvisation
 Observing and discussing Dance, Drama and Music in Community
 Exploring themes from Personal, Physical and Social Worlds.
 Sharing presentation/performances
 Responding to other’s Arts performances
 Identifying why like/dislike Arts works
 
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6.2 Prep. Learning Experiences DANCE
CONCEPT LEARNING EXPERIENCES
Body Parts
To revise body parts and introduce the concept
of body supports and balance
Reinforce names of different body parts through activity - place elbow on floor, place knee on wall, place left hand on right thigh, place left thumb on
right ear etc.
Using music – children are instructed to move around the room- when the music stops children are given two instructions – wall & right knee OR floor and
left thumb.
When children are confident with this activity, instructions may get harder – floor & left knee/right elbow/right toe.
Body Actions
To extend the children’s concepts or how the
body parts work in isolation and in conjunction
with other body parts.
Isolation exercises - Children explore how different parts of their body move.
Each body part is exercised in isolation ie. on its own. Children need to become aware of each part of their body and how they work with other body parts.
This assists the children in exploring how they can move and use their body to communicate or express ideas.
Shoulder shrugs, knee bends, rises to ball of the foot, leg lifts when sitting, toe touching (with bend knees), stretching arms to roof, to walls, flexing feet,
flexing hands, wiggling fingers, gentle nodding/shaking of head, elbow bends, hip wriggles, arm circles, stiffen bodies, relax bodies. All actions should be
completed in a SAFE manner.
Space
To introduce the concepts of general and
personal space
 Children decide and explore, how much space they will need if they want to –
Get dressed
Splash in a puddle
Work on a computer
Stretch out at the beach
Watch TV on the floor
Skip with a rope
Skip without a rope
Throw a ball to a partner
 Children run around a circle – flapping arms like a bird/butterfly. Stand still and flap arms like a scarecrow. How much space do you need?
 Make yourself into a small ball – stretch one leg out as far as you can, stretch one arm out, stretch the other arm/leg. Stretch you head. Tuck back
up. Try stretching different limbs in different directions. Stretch out and tuck back limbs at different speeds eg out slowly and back quickly.
 From you place on the floor slowly stand up and make yourself as tall as possible – now slowly curl down again. Jump up quickly – stretch you arms up.
Try this a few times but stretch your arms in different directions.
 Lie down on the floor and flap your arms and legs and every part of your body. Make this into a short dance and perform to music.
 Lie on the floor and relax your body – now stretch it as hard as you can – relax again. Do this two or three times and quietly calm down after your
lesson.
Levels
To introduce the concept of levels – high,
medium and low and further explore the
directions of up and down
Walking: To explore the contrast between high, medium and low levels.
1. Children move around the room and at teacher direction put one arm up/down, or head up/down, leg up/down – creating a shape and also a
change of level.
2. Children move around the room at a walking pace, when the teacher says ‘freeze’ they have to stop in exactly the position they were in. If using
music, the signal to ‘freeze’ can be simply stopping the music.
3. After a couple of times, teacher directs the children that when s/he says ‘freeze’ next time, that they have to stop in a position that is close to
the floor – in a LOW position.
4. Again after some experiences at this level, the Teacher directs the children to ‘freeze’ at a HIGH level, that is, stretched up as high as
possible.
5. The third level is the MEDIUM, or kneeling level. The Teacher directs the children to explore this level on the ‘freeze’ command.
6. When children are comfortable with exploring each level, they are encouraged to choose their own level on the teacher’s command.
7. They are encouraged to have a careful look around – without moving too much as they are ‘frozen’ and see the interesting levels and shapes
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others have made.
Directions
To introduce the concept of direction
Have children walk in any direction in the room. On a signal given by the teacher and as directed by the teacher, they must change direction. They will be
instructed to walk forwards, backwards, sideways, right, left. They will be asked to make ¼ or 90 degree turns, ½ or 180 degree turns and even full or 360
degree turns to assist in directional changes. They will explore the concept of diagonal direction as well as walking in a circle. The vocabulary used in
movement will be explored throughout these activities.
Body Shapes
To introduce the concept of body shape
Freezes: To explore the making of ‘body shapes’ individually and as a group. Shapes can be curled, stretched, wide, thin, twisted
1. Children move around room as music is playing. When music stops they must freeze until music begins again
2. Teacher encourages children to make the ‘freeze’ interesting, by varying their levels
3. Teacher encourages children to make the ‘freeze’ interesting, by varying the position of arms, legs, heads etc
4. This time when the children freeze, they must connect to another child.
5. Again have the children see what shapes other children are making.
6. At each command given by teacher, children are directed to link up in three’s, then four’s etc until the whole class is connected.
Movements
(Locomotor)
To explore and revise the concepts that the
body can move in different ways when going
from one place to another
Skipping/crawling/rolling/creeping/jumping etc. Children perform these activities to music of different genres and different tempos. They can also be
performed with teacher using only tambour or hand drum. When children are confident in their movements, they can perform in sequences based on how
many times they skip, jump etc. Children can skip, run jump etc across lines and indifferent directions
Improvisation
Children explore the concept of moving to
music – in any manner. They also develop the
ability to use scarves or fabric to enhance
their movement.
Children move freely to music in any direction or style that they wish. Teacher changes music and the children need to change their style or direction.
Children are given a scarf and encouraged to explore the movement of the scarf as they move around the room.
Directed Improvisation
Children are directed through an improvisation
based on simple theme.
1. You are a tiny seed in the ground. As the sun shines and the rain falls, you begin to sprout roots and then a stem grows to the sun. Slowly you
grow, stretching towards the sun until you can stretch no further. Gently move your leaves and flowers in the breeze that is blowing.
2. You are walking by the sea the sand is very hot and you run on your toes so that your feet won’t burn. There are umbrellas along the sand and
you try to run from one patch of shade to the next – stopping to rest your burning feet in each piece of shade. You move down onto the cool
sand by the water and a wave races up to wet your toes – you run away.
Tempo
To develop the children’s ability to distinguish
between slow and fast tempo.
Fast/slow/gradual change.
 Children move around the work area changing direction while moving. The Teacher uses a tambour or tambourine to give them the speed at which
they should move. When s/he plays quickly the children move fast – they stop when the teacher stops playing. This same idea can be used for moving
slowly and also for a gradual change in movement.
 Teacher plays music that is fast and lively – the children respond with non-locomotor movements with their hands. The teacher can stop the music
often – or play different fast music and the children have to use different non-locomotor hand movements.
 Teacher plays slow music and children respond with locomotor movements. Again the teacher can play a variety of pieces of music and children can
respond with a variety of non-locomotor and locomotor movements.
 Children “shadow” each other as they move at different tempos. They cannot ‘touch’ their shadows during their movement.
 Play follow the leader – where children can determine the speed at which they will move when it is their turn to lead.
Beat & Rhythm
To develop the children’s ability to use one
movement to every beat when responding to
music. To extend their ability by distinguishing
accents in music and responding to same.
Moving in structured way to various genres of music – march, polka, waltz, jazz etc Children listen to various pieces of music and talk about anything that
is the same or different about them. The teacher then selects one of these pieces of music – March -and has the children move freely to them. After
some time, the teacher has the children move in strict time to the music. S/He may even have the children line up as they march around the room. They
may discuss who would use this type of music and when. This process can be used for different genres of music. When a polka is introduced, the teacher
can show the children how to perform this move ‘Hop, step, step, step. Hop, step, step, step.’ This is a little complicated – but some children will be able to
perform the combination known as a Polka.
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Dynamics
To develop within the children the concepts of
strong and weak and sudden and sustained
movements, also the concept of using stillness.
Strong/weak; sudden/sustained; stillness. As a group the class discusses the concept of ‘opposites’. Teacher may give the word ‘up’ and children will
respond ‘down’. These concepts may be explored through graphics, actions or words. There are books that can be read eg Henry and Amy. When they
demonstrate some understanding of the concept then the teacher can introduce the opposites of ‘strong and weak’ and ‘sudden and sustained’. They might
create a strong movement like a karate kick and then a weak movement like a wave. They might create a sudden move like a punch and then a sustained
move like a leaf blowing in a gentle breeze. ‘Stillness’ is the other important concept to explore. Children are encouraged to move around the room and
when they feel like it (not at the sound of a tambour or clap), the stop moving and then begin again.
Rhythmic Patterns
To develop children’s ability to distinguish
rhythmic patterns and respond using
movement.
Creating sequences or patterns of movement to various forms of music. In small groups, children are given different movements eg hop, creep, step, roll.
They are to put these movements in order they like – after group discussions- and practice until they can do them easily. As a group they can perform
their ‘mini dance’ to the class.
Simple Dance
To develop children’s skills to move in a set
formation leading to moving in a folk dance
To develop children’s movement skills through
social dance.
Learning and performing simple folk dances.
 Heel/toe polka
 Mexican Hat Dance
 The Hokey Pokey
 Knees Up Mother Brown
Creative Dance
To develop children’s ability to move body parts
in a creative manner with or without music.
To further develop their ability to move
creatively to a musical rhythm.
Creating own sequence of dance moves based on “flash – cards” of movement words or pictures, to portray feelings, ideas or stories.
Using many of the concepts and skills explored above, children are encouraged to create their own dances. They will be given flash cards with graphics of
animals or moveable items, or simple movement words to assist them in creating their dances. In a small group children will sequence the cards they are
given, each card will have a movement created which represents the word or graphic, children will decide how many times each move will be performed
(usually 4 or 8 counts). Children will listen to the music and practice their dances before presenting their final piece of work to their classmates. Music
will be selected by the teacher.
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Prep. Learning Experiences DRAMA
CONCEPT LEARNING EXPERIENCES
Play – Games
Games help children explore, define and share the
drama space and can encourage them to
experiment with their bodies and voices within
that space.
Explore Space
Share the Space:
1. Children share space equally, without touching walls
2. On given signal they walk through the space trying to maintain their share of it.
3. Teacher calls “Freeze” for children to decide if they are ‘sharing’ the space
4. Encourage children to walk in different directions
5. Encourage children to walk into an ‘empty’ space
6. Have children try same exercise walking backwards – looking over one shoulder.
7. Have children change speed
Hug Teddy:
1. Children move quietly through space
2. Teacher calls out words “Hug Teddy” Including a number and children form hug groups of that number eg “Hug 3 Teddies”, children form groups of three.
3. Teacher can check the groups have that number ( link to Numeracy)
Spatial vocabulary: crowded, empty, below, beneath, beside, inside, outside, through, between, wedged, above, segmented.
Facial Expression
Our faces more than words, or any part of our
body, show our feelings to those around us. Our
eyes and our mouth in particular express to others
how we are feeling
Pass the Mask:
1. Children sit in a circle
2. One child is chosen to begin the activity – s/he mimes putting on a mask – the facial expression will show what the mask is – happy, sad, afraid etc
3. S/he passes on the mask to the next child who copies the original expression and then wipes the face clean
4. S/he puts on her/his own mask and passes it to the next person
5. The game continues
Use your mouths to express your feelings:
1. Turn up at the corners (smile) to show friendship
2. Turn down at corners (sad) to show unhappy, depressed
3. Curled mouths in a sneer to show contempt
4. Clenched teeth to show anger
5. Open mouths to show surprise/fear/shock. How different is the shape of your mouth in each of these?
Your eyes are the most active senders of messages;
1. How can your eyes show surprise/anger/fear/joy etc?
Feelings Vocabulary: excited, gloomy, ghostly, festive, fierce, hungry, lost, hurt, frightened, angry.
Mime
To introduce the children to the concept of mime –
work which involves a series of controlled
movements completed in silence and with complete
concentration, which shows an action or sequence
of actions to tell a story. It is the use of the body
to explore or communicate an idea, concept
emotions or story – usually wordlessly.
Simple Mime actions:.
Mime :
 Opening a present;
 Eating spaghetti;
 Bouncing a ball
 Cleaning teeth
 Brushing hair
Children explore more complicated mime activities:
 Opening a door, entering the room and closing the door behind them
 Searching their bedroom for something they have lost
 Waking up in the morning
 Setting the table for dinner
 Being the teacher at school
 Playing in the playground with a friend
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Physical Characteristics Vocabulary: old, wrinkled, decaying, split, tattered, torn, glittering, dazzling, corrugated, long, thin, holey, draped, shivering, soft, spiky,
spiralling, rough, fat, wide. Giant, dwarf, hunchback, robot, ghost, monster
Echo Mime:
Mime is acting without words – no lines to learn, no costumes (if no time). Use facial expressions and body movement to tell the story. Echo pantomime is a time
where the teacher or leader mimes the story and the students imitate the actions. When children are confident with this it can be performed using words to
accompany the action.
Movement:
Children explore the space around them through
movement. They will experience travelling from
space to space and explore directions and levels
and the quality of movements. (See Dance)
Follow the Leader:
1. A hat is placed on one of the children and the rest of the class line up behind him/her
2. When music begins, the child with the hat leads the way around the room in an interesting movement and pattern
3. Children in line must copy
4. After a length of time, another child is chosen to wear the hat.
5. The children in front of the new leader must break off and go to the line behind
6. The activity continues
7. Change tempo of music; choose a movement theme eg Toys
Shapes and Movement Vocabulary: thin, long, straight, leaning, curved, hollow, solid, large, small, wide, square, round, rectangular, hunched, ragged, floppy, spiky,
angry, happy, excited, frozen, lunging, running, creeping, sneaking, cheering, hopping, leaping, boxing, throwing, fighting, drinking.
Puppetry
To introduce the concept of using puppets.
Puppets add interest to instruction and help to
hold children’s’ attention. A puppet can be a
companion, a release from emotional tension, a
vehicle for self expression, as well as an aid in
acquiring social skills and gaining confidence. They
can help exercise and co-ordinate manipulative
skills.
See the Puppet:
1. See the puppet wave at you – now you wave back.
2. Here are his eyes, where are yours?
3. Can you dance like your puppet is dancing?
4. Make your puppet cough, jump, wave, fall over.
5. Have a conversation with your puppet using two voices. Have an argument and then make up.
Children make their own puppets –
Paper bag puppets.
Glove puppets
Finger puppets
Sock puppets
(See directions for making puppets p. 184)
Role play
To introduce the children to the concept of role
play – where they take on the role of a well known
character eg. Parent, teacher, doctor. They play
out simple family or school situation or take on a
role that suits a story eg explorer in the jungle.
Children can solve problems that occur in school
through the use of role play
Keeper of the Keys:
1. Children sit in a circle and a volunteer is called for
2. The volunteer will sit blindfolded on a chair in the centre of the circle
3. A large key is placed under the chair
4. Children in the circle silently volunteer to attempt to take the key
5. The Keeper (on the chair) points to any noise s/he may hear
6. If s/he successfully points to the moving child, then that child returns to the circle
7. The Keeper may continue to stay in the centre or another volunteer may be called
This game may be changed to suit the theme that is being explored eg a monster may guard a door; or a lion protect a cave.
Children take on the role of a character to aid in discovering and exploring feelings and emotions.
Children take on the role of a character to aid in exploring and solving a problem situation
Children take on the role of a character to aid in re-telling a story
Spontaneous Improvisation
To introduce children to the concept of working in
role without a script of set of instructions. They
must ‘think on their feet’ and be spontaneous in
what they do and say – within the given theme.
Themes for improvisations are taken from
everyday experiences and children respond in a
spontaneous way to the situation/event.
Acting out a specific situation
Acting out the child’s own personal experience
Role play – known character – mother, father, doctor, teacher, TV personality – in a specified situation.
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Using Props
To introduce the children to idea of using Props in
Performing Arts. These can be a variety of
articles which will assist children in their
exploration of drama, . of space, of character, and
of movement.
Using simple objects (props) in performing arts:
Give children an opportunity to explore what they can do using these items. Give them as little direction as possible.
Scarves Boxes Hats Bean Bags Hoops Paper Ribbons Fabric lengths
 How many shapes can you make with your prop?
 How many ways can you move through/under/behind/beside your prop?
 How many different ways can you WEAR your prop?
 How many ways can you balance/jump/sway/contract/expand/roll with your prop without damaging it?
 Imagine that these props are anything that you want them to be…
 Use your prop to help retell a story.
 Use your prop in a short mime sequence.
 Use your prop in a short dance sequence.
 Create vocal sounds to accompany the movement of your prop.
 Working with a partner, explore what you can now do your props.
Voice
To introduce children to the concept of using their
voice to create/maintain a character; to retell a
story.
Fill the space with your voice:
1. Children move about the room chanting loudly as they do so.
2. Children stand still in their own personal space, as Teacher conducts the chant raising and lowering hand to alter volume.
3. Children change their voices by altering speed at which they speak or pitch at which they speak – in simple manner.
4. Children participate in the retelling of a well known story – eg Three Pigs and Big Bad Wolf – using voice to assist in creating the different characters.
Acting out Story
To introduce children to the use of story to
provide a focus for the drama skills they have been
exploring and practising
Children retell known stories through action.
Children retell known stories using created dialogue
Children act out stories as teacher narrates.
Children explore characters in well known stories eg Red Riding Hood, Wilfred Gordon MacDonald Partridge.
Scripted Plays;
To introduce children to simple scripted plays. A
play is a group effort and children need to be
shown that the cast should respect each other’s
performances.
Use drama activities which have been written by another person
Make up a story to suit a particular topic or concept
Create a dialogue to suit a particular environment or character
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Prep. Learning Experiences MUSIC
CONCEPT LEARNING EXPERIENCES
Voice
To introduce the concept that the voice can be an
instrument which makes a variety of sounds.
Children use voices to create sound:
 Long sounds
 Short sounds
 Loud sounds
 Soft sounds
 Vowel sounds
 Consonant sounds
 Animal sounds
 Traffic sounds etc
Children use their voices to chant simple songs
Children use their voices to sing simple songs
Listening
To introduce the concept that we listen to different
sounds every day. When listening to music, we can
hear special sounds. We can also hear how music is
created
 Listen to sounds outside the classroom
 Listen to sounds inside the classroom
 Listen to tapes/CDs of different sounds
 Listen to short piece of music use music associated with children’s experiences eg event, holiday, theme being explored.
 Children need to concentrate, understand and remember
 Why are children listening to the music?
 Have children respond to the music – through movement, through body percussion, through visual art work
 To a known piece of music move around the room to the steady, regular beat in one of the following ways:
Walk, jump, gallop, hop, run, skip, shuffle, leap, sway, rock, roll, twist, hit, punch, spin, kick.
 Children listen to music for enjoyment
Beat & Rhythm
To introduce the concept of beat and rhythm in
music
Beat is the underlying regular pulse.
Rhythm is the pattern of long and short sounds and
silences.
Children:
Listen to music for concept of Beat / Rhythm
Walk or march to beat of music
Clap the sound of each child’s name - rhythm
Clap the sound of the names of fruit – rhythm
Pitch
To introduce the concept of pitch in music – how the
different levels of pitch helps create the melody as
sounds move up and down
Children:
 Experiment with chanting a favourite rhyme in a high or a low voice.
 Sing simple songs.
 Demonstrate change of pitch with actions.
 Move between singing and chanting.
 Experiment with chanting a well known rhyme in a high voice and a low voice.
 Sing some sounds aloud and others in their head.
Tempo
To introduce the concept of tempo or speed in music
Music moves quickly or slowly, the speed of the beat
can change
Children
 Sing well known songs at different speeds
 Move to music at different tempos
 Move around the room at different speeds as directed by Teacher
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Un-tuned Percussion
To introduce the concept of playing un-tuned
instruments – triangles, bells, tambourines, etc.
Children are given opportunities to explore the
sounds these instruments make and create
accompaniments for known songs.
Children:
 Explore creating sound using different un-tuned percussion instruments (bells, tambourines, triangles, tone blocks, rhythm sticks etc
 Use instruments to accompany a well known rhyme
 Use instruments to accompany a favourite song
 Accompany known music with un-tuned percussion instruments.
 Explore the use of percussion instruments to aid in the retelling of a known story
Body Percussion
To introduce the concept of using parts of their
body to create musical accompaniments to songs etc.
Children love to create sounds and should be
encouraged to supply their own accompaniments
through stamping feet, clapping hands, clicking
fingers or tongues.
Children:
 Explore how to create sound using different body parts eg clapping, slapping, clicking, stamping
 Use body percussion to accompany a well known rhyme
 Use body percussion to accompany a song
 Explore the use of body percussion to aid in the retelling of a known story
Dynamics
To introduce the concept of dynamics
Music can loud, music can be soft. Music can be
relatively loud or soft. It can get louder of softer.
These ‘louds’ and ‘softs’ create contrast in music.
Children:
Chant a favourite poem softly and loudly.
Experiment with using a loud and soft voice when chanting.
Vary the dynamics when performing a favourite and well known song.
Duration
To introduce the concept of duration – each musical
sound or silence takes up a certain amount of time –
children listen to music and try to determine
patterns eg verse and chorus in a song.
Children:
 Imitate rhythm patterns made by teacher or class members.
 Maintaining a steady beat using body percussion.
 Using body percussion to play the rhythm of known rhymes.
 Maintain a steady beat while chanting or singing a favourite song.
 Vary the text of known chants.
 Experiment with ways of keeping the beat.
Sound-scapes
To introduce the concept of creating musical
compositions as background to stories
Watch part of a video – have children listen to music being played in background.
Re-play video without the sound. Talk to the children about the difference between each viewing.
Read a story. Read the same story with music playing in background.
Have children create their own music for background in story.
Singing
Songs are an ideal way of exploring music for
children at this age. Singing games involve children
playfully, physically, intellectually and musically.
Ensure that children know the difference between singing and speaking voices.
Children create movements or actions to the songs as they listen
Children tap, click or walk the beat as they listen to the song (Vary body percussion with each repeat)
Children echo the song phrase by phrase.
Children learn the chorus or repeated sections of the song first while listening to the verses.
INSTRUMENTS: Instruments:
 Choose any percussion instrument. What can you do with this instrument? Beat, shake, rattle, hit, scratch, tap.
 Use your instrument to accompany a well known song/piece of music
 Use your instrument and with a group create a sound-scape for a story
Guidelines:
Instruments must be placed on floor/table until teacher/conductor tells you to pick them up.
Never play another persons instrument
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TEACHER NOTES:
 Every song is a piece of art and should be appreciated as such. Therefore, even the shortest songs should be performed musically, i.e. with
correct pitch, rhythm, diction and expression.
 The clarity and simplicity of percussion instruments provide unique qualities in sound accompaniment and stimulation. Percussion can be used to
stimulate movement and to adjust tempo, volume and rhythm
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6.3 Prep Units of Work
DOUGAL THE GARBAGE DUMP BEAR. (Matt Dray)
Week ending: Focus Skill: Postcards or Freeze Frames Learning Group: Prep
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
The Arts: Creating
and Making
Student: make and share
performing and visual
arts works that
communicate
observations, personal
ideas, feelings and
experiences. They
explore and, with
guidance use a variety of
arts elements, skills,
techniques and processes,
media, materials,
equipment and
technologies in a range of
arts forms. They talk
about their own arts
works and arts works and
events in their community
Interpersonal
Development
Students identify the
qualities of a friend and
demonstrate care for
other students. They
contribute to the
development of positive
CURRICULUM AND
STANDARDS
FRAMEWORKS II
ARTS PRACTICE
Curriculum Focus
Communicate ideas, feelings
and experiences through the
body – whole and part actions.
Respond to music.
Use body actions to show
character
Learning Outcome:
Student is able to
communicate ideas when
making and presenting
performing arts works
CLASS LEARNING EXPERIENCES
Introduce the story of Dougal the Garbage Dump Bear, using known Literacy
strategies.
WARM UPS
Children walk around room to selected music. Periodically
teacher calls out “Freeze” and children have to stop moving and create a ‘frozen’
body shape.
When children are proficient with this stage of activity, teacher
may add a number to the word freeze and children have to form a group of that
number and create an ‘interesting’ frozen shape, linked with other members of
that group.
Teacher may have children form bigger groups until whole class
is involved in a ‘Frozen shape’.
Teacher’s Note: This activity is excellent for introducing the control concept of
“Freezing” mentioned in the introductory chapter of the resource.
SKILL DEVELOPMENT
Teacher explains that s/he is going on a holiday and wants to
send the children postcards from the places s/he visits. S/he shows children
postcards from different places around Australia.
However, for today, the children will become the postcards.
When she visits the beach and sends a postcard – the children can create a scene
with people sunbathing or swimming or making sandcastles, which will
demonstrate this scene. Other class members may be able to guess where the
teacher has visited.
When children are confident with what they are doing – make
the places visited more specific eg Sydney or Uluru.
ASSESSMENT
AS, OF, FOR
LEARNING
Teacher
observation of
children:
Participating
Listening
Sharing ideas
Focusing on set
task
Postcard
formation:
Does it ‘show’
where the scene
takes place?
Are all children
involved?
Is it creative in its
presentation?
Are children able
to maintain
position during
presentation
time?
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social relationships in a
range of contexts. They
use appropriate language
and actions when dealing
with conflict. They
describe basic skills
required to work co-
operatively in groups.
Personal Learning
Students are provided
with opportunities to
learn with peers and to
share their feelings and
thoughts about learning
with others.
Students are encouraged
to take risks with their
learning and begin to
understand that mistakes
can be a vehicle for
further learning. They
begin to solve problems.
Communication
Students begin to identify
basic communication
conventions such as
taking turns, being
attentive listeners and
facing those with whom
they are communicating.
RESPONDING TO THE
ARTS
Curriculum Focus:
Share their work with
classmates.
Respond to work of others in
positive manner
Discuss why they used
particular moves to represent
character/feeling etc.
Learning Outcome:
Student is able to
communicate personal
responses to own and others’
performing arts ideas and
works.
PRESENTATION
After children have had time to create their postcard,
classmates are invited to view the postcard/s and determine where the teacher has
been visiting.
(Teacher hint – have the remainder of class close eyes when the performing group
is setting up their postcard for final presentation)
IMPROVISATION
Children can use this idea to retell the story of Dougal the
Garbage Dump Bear. Each group may be given a different scene from the story
and can either copy the photo or create their own version.
WARM DOWN
Children create an individual postcard or freeze frame and in
very slow motion, have to change the frozen shape to a new frozen shape. (Use
music to help children move slowly).
JOURNAL The teacher may like to use the digital camera to take a
photo of each group to add to student learning journals.
In their journal children can create their own postcard –
either from the story or from their ‘travels’. They will need to address the
postcard and write a short message about where they have been on the other side
(see below)
RESOURCES
Dougal the
Garbage Dump
Bear.
(Matt Dray,
2004.
Camberwell:
Puffin)
Music:
Teddy Bear’s
Picnic.
Bare Necessities.
(Jungle book)
Gummi Bears
Theme.
(CD. When you
Wish upon a Star
K-Tel)
Postcards:
Selection of
postcards from
around Australia.
LINKS TO OTHER TOPICS
 Reduce Reuse. Recycle.
 Friendships.
 Belonging to a group.
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MY POSTCARD…
Name
Address
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ASSESSMENT CHECKLIST - DOUGAL THE GARBAGE DUMP BEAR (Matt Dray)
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Topic: WHERE IS THE GREEN SHEEP? (Mem Fox & Judy Horacek)
Week ending: Focus Skill: Exploring OPPOSITES Learning Group: PREP
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
The Arts: Creating
and Making:
Student: make and share
performing and visual arts
works that communicate
observations, personal
ideas, feelings and
experiences. They
explore and, with guidance
use a variety of arts
elements, skills,
techniques and processes,
media, materials,
equipment and
technologies in a range of
arts forms. They talk
about their own arts
works and arts works and
events in their community
CURRICULUM AND
STANDARDS
FRAMEWORKS II
ARTS PRACTICE
Curriculum Focus
Communicate ideas,
feelings and
experiences through
the body – whole and
part actions.
Respond to music.
Use body actions to
show character
Learning Outcome:
Student is able to
communicate ideas
CLASS LEARNING EXPERIENCES
Introduce the story of “Where is the Green
Sheep?” using known Literacy strategies.
WARM UP
MIRRORING
 Children follow the movements of the teacher
just as if they are facing a mirror.
 Children work in pairs – child A mirroring the
movements of child B. They then reverse
positions.
REVIEW OF LEARNED SKILLS
1. Create music for ‘Band Sheep’ using body
percussion.
2. Mime juggling for ‘Clown Sheep’
3. Mime chasing a kite with “Wind Sheep’
4. Use fabric to create a wind dance for ‘Wind
Sheep’
 Listen to some different pieces of music –
which would be best for dancing as the
ASSESSMENT AS,
OF, FOR
LEARNING
Teacher
observation:
Student
participation in
mirroring activity.
Knowing left and
right of body.
Knowledge of Body
percussion
Participation in
Mime activities.
Listening and
response to music…
Using levels,
directions,
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Interpersonal
Development:
Students identify the
qualities of a friend and
demonstrate care for
other students. They
contribute to the
development of positive
social relationships in a
range of contexts. They
use appropriate language
and actions when dealing
with conflict. They
describe basic skills
required to work co-
operatively in groups.
Personal Learning:
Students are provided
with opportunities to
learn with peers and to
share their feelings and
thoughts about learning
with others.
Students are encouraged
to take risks with their
learning and begin to
understand that mistakes
can be a vehicle for
further learning. They
begin to solve problems.
when making and
presenting performing
arts works
RESPONDING TO
THE ARTS
Curriculum Focus:
Share their work with
classmates.
Respond to work of
others in positive
manner
Discuss why they used
particular moves to
represent
character/feeling etc.
Learning Outcome:
Student is able to
communicate personal
responses to own and
others’ performing
arts ideas and works.
Wind?
 Give children a piece of fabric– have them
explore what they can do with the fabric.
Using the fabric and the music the
children selected, have them create a Wind
dance for the sheep.
SKILL DEVELOPMENT & EXPLORATION
1. Emotional Statues:
Explore emotions eg .brave/scared through body
language and gesture. How does your face look
when you are… how does your body look when you
are…
Happy/sad; brave/scared; generous/selfish;
quiet/noisy; frustrated/determined;
confident/shy; bouncy/bashful; calm/excited;
angry/amiable.
2. Explore opposites through movement –
near/far, up/down, over/under, in/out,
beside/behind/in front, top/bottom,
IMPROVISATION
Creation of Wind Dance
Creation of sheep music (Body percussion)
dynamics, tempo in
Wind Dance.
Creative use of
fabric.
RESOURCES
Book:
Where is the Green
Sheep? Mem Fox &
Judy Horacek
Music –
* Four Seasons –
Vivaldi
* Gymnopedie No 1 -
Satie
* Carnival of the
Animals – Saint-
Saens
Flash Cards:
* Emotions
* Opposites.
139
Communication:
Students begin to
identify basic
communication
conventions such as taking
turns, being attentive
listeners and facing those
with whom they are
communicating
PRESENTATION
Final presentation of a group dance
created by the Wind, using fabric and own choice
of music from suggested list.
WARM DOWN
Play ‘Opposite Mimes’. Children work in pairs. A
and B. A performs a simple mime action, B asks
“What are you doing?” A replies stating a
completely different action, which B then has to
perform. And so it continues.
JOURNAL
Children choose their favourite sheep and draw in
the journal including sketch of the sheep
participating in performing arts activity.
Fabric:
Lengths of fabric
(2 metre, Bem silk,
various colours)
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ASSESSMENT CHECKLIST – WHERE IS THE GREEN SHEEP (Mem Fox & Judy Horacek)
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Topic: Too Loud Lilly (Sophie Laguna)
Week ending: 2006 Focus Skill: Improvisation Learning Group: Prep
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
The Arts: Creating
and Making:
Student: make and share
performing and visual arts
works that communicate
observations, personal
ideas, feelings and
experiences. They
explore and, with guidance
use a variety of arts
elements, skills,
techniques and processes,
media, materials,
equipment and
technologies in a range of
arts forms. They talk
about their own arts
works and arts works and
CLASS LEARNING EXPERIENCES
DANCE/ DRAMA/ MUSIC
WARM UPS:
Move to the Music
Children move freely to music in any direction or style that they wish.
Teacher changes music and the children need to change their style or
direction. Children are given a scarf and encouraged to explore the
movement of the scarf as they move around the room.
Hug Teddy
1. Children move quietly through space
2. Teacher calls out words “Hug Teddy” Including a number and
children form hug groups of that number eg “Hug 3 Teddies”,
children form groups of three.
3. Teacher can check the groups have that number ( link to Numeracy)
Body Percussion
1. Explore how to create sound using different body parts eg clapping,
slapping, clicking, stamping
2. Use body percussion to accompany a well known rhyme
3. Use body percussion to accompany a song
4. Explore the use of body percussion to aid in the retelling of the story
ASSESSMENT AS, OF,
FOR LEARNING
Children will be assessed
on their:
Ability to change
direction and style
Creative use of scarf
Participation in creating
small groups
Exploration of ‘Body
Percussion’
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events in their community
Interpersonal
Development:
Students identify the
qualities of a friend and
demonstrate care for
other students. They
contribute to the
development of positive
social relationships in a
range of contexts. They
use appropriate language
and actions when dealing
with conflict. They
describe basic skills
required to work co-
operatively in groups.
Personal Learning:
Students are provided
with opportunities to
learn with peers and to
share their feelings and
thoughts about learning
with others.
Students are encouraged
to take risks with their
learning and begin to
understand that mistakes
can be a vehicle for
further learning. They
begin to solve problems.
SKILL DEVELOPMENT:
Social Dances
1. Children are taught the Mexican Hat Dance (See Dance notes)
2. Children learn the Heel Toe Polka (See Dance notes)
Fill the space with your voice
1. Children move about the room chanting loudly as they do so.
2. Children stand still in their own personal space, as Teacher
conducts the chant raising and lowering hand to alter volume.
3. Children change their voices by altering speed at which they
speak or pitch at which they speak – in simple manner.
4. Children participate in the retelling of Too Loud Lilly using voice
to assist in creating the different characters
5. Children practice making the sounds that Lilly was making in the
story
Percussion instruments
1. Explore creating sound using different un-tuned percussion
instruments (bells, tambourines, triangles, tone blocks, rhythm
sticks etc
2. Use instruments to accompany a well known rhyme
3. Use instruments to accompany a favourite song
4. Accompany known music with un-tuned percussion instruments.
IMPROVISATION:
1. Children create their own fast stomping dance
2. Mime – children mime the first two pages of the story Too Loud
Lilly
3. Children create a dialogue between the two friends as they wait
Exploration of,
participation in and
learning of social dances.
Participation in “voice”
activities.
Retelling the story of
“Too Loud Lilly” using
different voice styles as
explored earlier.
Using un-tuned
percussion instruments
to accompany rhyme or
story.
Creation of fast
stomping dance using
directions, movements,
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Communication:
Students begin to
identify basic
communication
conventions such as taking
turns, being attentive
listeners and facing those
with whom they are
communicating.
outside the Principal’s door
4. Explore the use of percussion instruments to aid in the retelling
of Too Loud Lilly
PRESENTATION:
Children are encouraged to present their work to the class. They can
present as part of a small group, rather than on their own.
WARM DOWN:
Children become Lilly as she sleeps on the way home. Teacher can play
quiet music that could have been playing on the car radio as the family
go home after the play.
JOURNAL:
Children decide what was in the note that was passed to Lilly. If they
cannot write the note, then they can DRAW what they wanted to say.
and shapes.
Presentation of group’s
work to the class.
Completion of Learning
Journal activity.
RESOURCES:
Story Too Loud Lilly. Sophie Laguna (author) Kerry Argent (illustrator) 2002.
Music and notes for Social Dances: Rig-a-Jig-Jig. (Bluegum Music)
Percussion Instruments
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Student Checklist Performing Arts:
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Topic: Poems for Preps
Week ending: 2006. Focus Skill: Exploring Movement through Music, Drama and Dance Learning Group: PREP
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
The Arts: Creating
and Making:
Students explore and,
with guidance use a
variety of arts elements,
skills, techniques and
processes, media,
materials, equipment and
technologies in a range of
arts forms. They talk
about their own arts
works and arts works and
events in their community
Interpersonal
Development:
Students use appropriate
language and actions when
dealing with conflict.
They describe basic skills
CURRICULUM AND
STANDARDS
FRAMEWORKS II
ARTS PRACTICE
Curriculum Focus
Communicate ideas,
feelings and
experiences through
the body – whole and
part actions.
Respond to music.
Use body actions to
show character
Learning Outcome:
Student is able to
CLASS LEARNING EXPERIENCES
Teacher chooses one of the accompanying poems
to help children explore the different ways their
bodies can move.
WARM UP: Follow the Leader:
1. A hat is placed on one of the children and the
rest of the class line up behind him/her
2. When music begins, the child with the hat leads
the way around the room in an interesting
movement and pattern
3. Children in line must copy
4. After a length of time, another child is chosen
to wear the hat.
5. The children in front of the new leader must
break off and go to the line behind
6. The activity continues
7. Change tempo of music; choose a movement
theme eg giants, caterpillars (poems)
REVIEW OF LEARNED SKILLS:
Shapes and Movement
Teacher directs children to create shapes or movement
based on the vocabulary below -
Thin, long, straight, leaning, curved, hollow, solid, large,
ASSESSMENT AS,
OF, FOR
LEARNING
Children will be
assessed on their:
efforts to work as
members of a group
leadership skills in
‘follow the leader’
activities.
created shapes and
movements as
directed by teacher
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required to work co-
operatively in groups.
Personal Learning:
Students are encouraged
to take risks with their
learning and begin to
understand that mistakes
can be a vehicle for
further learning.
Communication:
Students begin to
identify basic
communication
conventions such as taking
turns, being attentive
listeners and facing those
with whom they are
communicating
communicate ideas
when making and
presenting performing
arts works
RESPONDING TO
THE ARTS
Curriculum Focus:
Share their work with
classmates.
Respond to work of
others in positive
manner
Discuss why they used
particular moves to
represent
character/feeling etc.
Learning Outcome:
Student is able to
communicate personal
responses to own and
others’ performing
arts ideas and works.
small, wide, square, round, rectangular, hunched,
ragged, floppy, spiky, angry, happy, excited, frozen,
lunging, running, creeping, sneaking, cheering, hopping,
leaping, boxing, throwing, fighting, drinking.
SKILL DEVELOPMENT & EXPLORATION:
1. Skipping, crawling, rolling, creeping, jumping,
running and walking – children perform these
activities appropriate to the poems
2. Movements will also be performed with
teacher using only tambour or hand drum.
3. When children are confident in their
movements, they will perform in sequences
based on how many times they skip, jump etc.
appropriate to story in poem.
4. Children perform the movements in small
groups to retell story of poem
IMPROVISATION:
1. Children move freely to music in any direction
or style that they wish, based on the poem
being explored.
2. Teacher reads a different poem and the
children need to change their movement style.
PRESENTATION:
Children act out poems as teacher narrates. These
performances could be in small groups or as
individuals – depending on child/ren
WARM DOWN: Dynamics
1. Children chant a favourite poem softly and then
loudly.
their ability to
‘move’ to music
efforts to interpret
the poems through
movement
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2. They experiment with using a progressively louder
or softer voice when chanting.
JOURNAL
Children are given a copy of their favourite poem
to illustrate and place in their learning journals.
They are asked to write or draw (reflection) about
the movement that is their ‘best’ and the music
that they enjoyed using.
maintenance of
their learning
journal - completion
of activity in journal
and reflection on
their work.
RESOURCES: Poems listed below and any other poems appropriate for movement.
A variety of musical genres
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ASSESSMENT CHECKLIST – POEMS for MOVEMENT
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POEMS FOR THE PREPS
(Acting Rhymes chosen by Clive Sansom. 1975)
FOLLOW – MY – LEADER
(H.S. Bennett)
Follow him up and follow him down,
Follow him round and about the town.
Where he will take you to nobody knows,
But follow your leader wherever he goes.
Follow him here and follow him there,
Follow on after him everywhere.
Where he will take you to nobody knows,
But follow your leader wherever he goes.
GIANT
(Clive Sansom)
The tall, stern Giant moves
With long, strong, even strides.
(Every little boy who sees him
Runs away and hides.)
The Giant, angry, grumpy, surly,
Marches over house and hill.
(Every little boy is hiding
Very quiet and still.)
STATUES
Dancer, dancer, moving there,
Moving, miming everywhere,
Acting, playing, as you will –
Dancer, dancer, stand quite STILL.
Statue, statue, standing there,
Motionless, and light as air,
Far removed from thoughts of men –
Statue, statue, LIVE again!
On the Giant trudges glumly;
Gruff and grim he takes his way.
(All the little boys are happy –
Out they come to play!)
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THE TIRED CATERPILLAR
(American Rhyme)
A tired old caterpillar went to sleep
In a hole in the forest, snug and deep.
And he said, as he softly curled in his nest…
“Crawling is pleasant, but rest is best.”
He slept through the winter long and cold,
All tightly up in his blanket rolled,
But at last he woke on a warm Spring day
To find that Winter had gone away.
He felt and fluttered his golden wings:
No need to crawl over sticks and things.
“oh, earth is good for a butterfly,
But the sky is best when we learn to fly!”
THE FEET OF THE LAW
(Clive Sansom)
The policeman paces down the street,
Left, right, left.
Calmly, firmly, fall his feet,
Left, right, left.
But should a villain heave in sight,
Left, right, left,
He might receive* a terrible fright,
Left-right, left-right, left-right, left!
[*Speed up from here]
CLOWN
(Clive Sansom)
With his baggy pants
And blue umbrella
He looks such a quizzical,
Comical fella.
Walking the tightrope
High in the air,
Look at him balancing,
Tottering there!
Two steps forward,
One step back –
If he’s not careful
He’ll come down smack.
A lurch to the left,
A lunge to the right,
He stumbles, staggers…
Oh, what a fright!
Then –
Shuffle-wobble, dither-wobble,
Slide and glide –
He lands up safe
On the other side!
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Topic: Good Night Sleep Tight.
(Dreaming)
Week ending: Focus Skills: Sequencing, Mime, Singing. Learning Group: Prep
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
Discipline based
learning strand
The ARTS
Dimension:
Creating and Making
At level 1, students:
make and share
performing and visual
arts works that
communicate
observations,
personal ideas,
feelings and
CURRICULUM AND
STANDARDS
FRAMEWORKS II
Communicate ideas
when making and
presenting
performing arts
works.
This is evident when
the student is able
to:
 explore ways of
using performing
arts elements to
communicate
ideas and
feelings
 improvise
movements
and/or sounds in
LEARNING EXPERIENCES
DANCE
WARM UPS:
Isolation exercises - Children explore how
different parts of their body move.
Each body part is exercised in isolation ie. on its
own. Children need to become aware of each part
of their body and how they work with other body
parts. This assists the children in exploring how
they can move and use their body to communicate
or express ideas.
INTRODUCTION:
Read the Story “Good Night, Sleep Tight”
Talk about:
 Going to Bed,
 Not being able to sleep,
 Dreams.
In small groups, children mime getting ready for
bed – putting on pyjamas, cleaning teeth etc.
ASSESSMENT AS, OF
FOR LEARNING
Children will be
assessed on:
 participation in
activities;
 co-operation in
group work;
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experiences. They
explore and, with
guidance use a
variety of arts
elements, skills,
techniques and
processes, media,
materials, equipment
and technologies in a
range of arts forms.
They talk about their
own arts works and
arts works and
events in their
community
making
performing arts
works
 use materials,
techniques
and/or processes
to make
performing arts
works
 present
performing arts
works to other
class members.
Communicate
personal responses
to own and others'
performing arts
ideas and works
This is evident when
the student is able
to:
 communicate
their
understanding of
the use of
performing arts
SKILL DEVELOPMENT:
Children pretend that they are in bed and cannot
go to sleep – what happens?
They toss, turn, twist, roll, recline, sit up, wriggle,
get too hot, get too cold, need a drink, drift off to
sleep, wake up suddenly.
In their groups, children try to put some of these
movements into a dance sequence. They will
probably need to use four or five of the moves.
(One of them must be drifting off to sleep.)
Children try to put these moves to music (selected
by the Teacher).
IMPROVISATION:
Teacher puts on a ‘scary’ piece of music and
children improvise a dance where they are having a
nightmare.
PRESENTATION:
Children are given the opportunity to perform
their dance for another group of children.
WARM DOWN:
Students lie on the floor and with quiet music
playing, tense and relax muscle groups in their
body.
JOURNAL (REFLECTION):
Children write or draw about the nightmare they
had represented in their dance.
 Use of movements
(words)
 Sequencing of
dance movements.
 Improvisation
(Use of space,
interpretation of music)
 Final
performance.
 Journal reflection
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RESOURCES
Book Good Night
Sleep Tight
(Penelope Lively)
Music:
Selection of Lullabies
for listening.
Audio Tape: Nursery
Rhymes and Lullabies
(Beall & Nipp. Wee
Sing BB Publications)
Lyrics and music for
Various lullabies.
Lyrics for some
printed below.
Flash Cards of action
words – See below.
elements in
performing arts
works
 communicate
personal
observations and
feelings relating
to performing
arts activities
 identify
examples of the
performing arts
in own life and in
the community.
DRAMA
WARM – UPS:
Children mime, in slow motion, the action of
getting ready for bed. The teacher narrates the
actions as the class mimes them
 putting on pyjamas
 cleaning bed
 removing bed-clothes
 getting into bed
 going to sleep.
INTRODUCTION:
Re-read the Story “Good Night, Sleep Tight”
SKILL DEVELOPMENT:
Children lie down with eyes closed and imagine that
they are having a dream. Quiet music can be
played during the activity.
Working in pairs, children tell each other what
they imagined they were dreaming.
Teacher leads the class in a discussion about
dreams and what is special about them. The class
might talk about repetition in dreams, strangeness
of some dreams, slow motion in dreams, the fact
that you don’t seem to get anywhere in a dream.
IMPROVISATION:
Children work in pairs to discuss and improvise a
dream. They may like to use the dreams they
 Participation in
mime – use of
space, maintaining
focus, exactness
of mime
movements.
 Working with a
partner
 Participation in
class discussion
 Improvisation of
dream mime
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ACTION WORDS
toss & turn
twist
roll
recline
sit up
wriggle
get too hot
get too cold
need a drink
drift off to sleep
wake up suddenly
punch pillows
toss bed clothes
dream
get out of bed
get into bed
imagined in the previous activity and create a mime
from the dream.
PRESENTATION:
Children share their mimes with the class. Class
member are invited to critique the presentations
in a positive and constructive manner.
JOURNAL (REFLECTION):
Children are invited to create a drawing about
their dream which will be collected and placed in a
class book.
MUSIC
INTRODUCTION:
Re-read the Story “Good Night, Sleep Tight”
Children listen to a variety of lullabies.
As a class they talk about how a lullaby can help
someone go to sleep.
SKILL DEVELOPMENT
Children learn to sing the lullaby. – “ Toora Loora”
(See list of lullabies below)
PRESENTATION:
The Class presents their new song to another class
or at school assembly.
JOURNAL (REFLECTION)
Children are given the opportunity to draw and
colour an abstract piece of art, while listening to a
lullaby.
 Completion of
drawing to make
class book.
 Listening to
lullabies – then
sharing thoughts
with class
 Singing with class
 Learning words of
song
 Presentation to
audience
 Reflective art
work
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CHECKLIST - PERFORMING ARTS.
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Brahm’s Lullaby and Good Night
Lullaby and good night, with roses
bedight
With lilies o'er spread is baby's wee
bed
Lay thee down now and rest, may thy
slumber be blessed
Lay thee down now and rest, may thy
slumber be blessed
Lullaby and good night, thy mother's
delight
Bright angels beside my darling abide
They will guard thee at rest, thou
shalt wake on my breast
They will guard thee at rest, thou
shalt wake on my breast
Toora, loora, loora
Toora, loora, loora
Toora, loora, li
Toora, loora, loora
Hush, now, don't you cry
Ah,
Toora, loora, loora
Toora, loora, li
Toora, loora, loora
It's an Irish lullaby
Over in Killarney, many years ago
My mother sang this song to me in
tones so sweet and low
Just a simple little ditty in her good
old Irish way
And I'd give the world if she could
sing that song to me this day
Toora, loora, loora
Toora, loora, li
Toora, loora, loora
Hush, now, don't you cry
Ah,
Toora, loora, loora
Toora, loora, li
Toora, loora, loora
It's an Irish lullaby
Rock-a-bye baby
Rock-a-bye baby, in the tree top
When the wind blows, the cradle will
rock
When the bough breaks, the cradle
will fall
And down will come baby, cradle and
all
Twinkle, twinkle, little star
Twinkle, twinkle, little star
How I wonder what you are!
Up above the world so high
Like a diamond in the sky
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Twinkle, twinkle, little star
How I wonder what you are
All through the night
Sleep my child and peace attend
thee,
All through the night
Guardian angels God will send thee,
All through the night
Soft the drowsy hours are creeping,
Hill and dale in slumber sleeping
I my loved ones' watch am keeping,
All through the night
Angels watching, e'er around thee,
All through the night
Midnight slumber close surround
thee,
All through the night
Soft the drowsy hours are creeping,
Hill and dale in slumber sleeping
I my loved ones' watch am keeping,
All through the night
Lavender's blue (dilly dilly)
Lavender's blue, dilly dilly,
Lavender's green
When you are King, dilly dilly,
I shall be Queen
Who told you so, dilly dilly,
Who told you so?
'Twas my own heart, dilly dilly,
That told me so
Call up your friends, dilly, dilly
Set them to work
Some to the plough, dilly dilly,
Some to the fork
Some to the hay, dilly dilly,
Some to thresh corn
Whilst you and I, dilly dilly,
Keep ourselves warm
Lavender's blue, dilly dilly,
Lavender's green
When you are King, dilly dilly,
I shall be Queen
Who told you so, dilly dilly,
Who told you so?
'Twas my own heart, dilly dilly,
That told me so.
Downloaded from Lullaby Lyrics.
http://www.babycentre.co.uk/general/541658.html
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This unit aims to develop student capacities to:
* Manage themselves as individuals and in relation to others
* Understand the world in which they live
* Act effectively in that world
So that they can become lifelong learners, build strong communities, and build a future that is innovative and sustainable.
Unit Title: HOW CAN I BE A GOOD FRIEND? Class level: P - 2 Date: 2006.
Main Idea:
Each of us has a special talent
and we should be brave enough to
use this talent when working and
sharing with our friends, as this
talent can make the world a
better place in which to live.
Story:
Milli, Jack & the Dancing Cat.
(Stephen Michael King)
Key Concept: WELL BEING
Contributing Concepts:
Personal behaviours, communication skills and relationships affect individual health (physical,
social, spiritual and emotional)
Key Understandings:
By the end of this unit, children should be able to:
 Explain what a true friend is and what it means to be a friend.
 Create both performing and visual arts works to assist in the retelling of a story
 Read a variety of texts on friendship, write a story about a friend, speak and listen to a friend
 Explore and utilise basic motor skills eg running, skipping, jumping, hopping etc.
 Begin to explore the concept of community
 Begin to explore the concept of reusing and recycling
 Use performing arts to explore idea of friendship
Major Assessment Activities:
Create Visual Arts works from reused/recycled
materials and have class exhibition.
Prepare and present oral presentation on “What is a
Friend?”
Create a class Performance based on “Milli, Jack and
the Dancing Cat” (Stephen, Michael, King.) (See Arts
lessons)
Physical, Personal and Social Domains:
HEALTH AND PHYSICAL EDUCATION:
Movement and physical activity
1.LF. Students begin to learn about the development of personal
identity.
D. Perform basic motor skills and movement patterns.
2.LF Students describe what they like about themselves, how they
are similar to others and how they are unique.
D. Demonstrate basic motor skills and some more complex skill.
They combine motor skills and movement patterns during individual
and group activities.
INTERPERSONAL DEVELOPMENT
Building Social Relationships & Working in Teams
1. Students identify the qualities of a friend and demonstrate care
for other students.
2. Students behave appropriately in a range of social situations.
They identify the feelings and needs of other people.
PERSONAL LEARNING:
The individual learner
1. L.F. With teacher support, students make links with their existing
experiences and develop the view that learning is exploratory, fun
Discipline Based Learning Domains:
THE ARTS:
Creating and making
1.Students make and share arts works that communicate observations,
personal ideas, feelings and experiences They explore and with guidance, use
a variety of arts elements, skills, techniques in a range of arts forms.
2.Students create and present arts works that communicate ideas, concepts,
observations, feelings and experiences. They demonstrate an emerging
ability to select, arrange and make choices about expressive ways of using
arts elements, principles and conventions.
ENGLISH:
Reading, Writing & Speaking and Listening
1.Students use title, illustrations and knowledge of a text topic to predict
meaning
Students write personal recounts and simple texts about familiar topics to
convey ideas or messages.
Students use spoken language appropriately in a variety of classroom
contexts.
2.Students read independently and respond to short imaginative and
informative texts with familiar ideas and information, predictable
structures, and a small amount of unfamiliar vocabulary.
Interdisciplinary Learning Domains:
COMMUNICATION:
Listening, viewing and responding
1. L.F. Students practice retelling what a speaker has said to
them and learn to ask questions when appropriate, exploring
the interactive nature of communication.
2.L.F. Students practice skills of being attentive listeners
and viewers in pairs, small groups and whole class
DESIGN, CREATIVITY AND TECHNOLOGY:
Investigating and designing
1.L.F. Students explore the differences between natural
products and artefacts, and learn that materials can be
recycled and reused to produce new products.
2. L.F. Students play with and manipulate materials, think
about, discuss and describe their characteristics and
properties and why they are suitable for use in products and
systems.
THINKING PROCESSES:
Reasoning, processing and inquiry
1.L.F. Students practise using all their senses to develop skills
in making observations which they share and record.
INTEGRATED UNIT OF WORK
159
and rewarding
2. L.F. Students begin to record their feelings and understanding
about their learning, responding to prompts which help them
acknowledge their successes, and noting where improvements could
be made and reflecting on the effort they put into particular tasks.
CIVICS AND CITIZENSHIP:
Civic knowledge and understanding
1. L.F. Students are introduced to the idea of the classroom being a
community and they learn about respect and concern for others and
being fair.
2. L.F. Students begin to appreciate the similarities and differences
between individuals and groups, including the language, cultural and
religious groups which make up the Australian nation.
Students write short sequenced texts that include some related ideas
about familiar topics. They write tests that convey ideas and information to
known audiences.
After listening to short live or recorded presentations, they recall some of
the main ideas and information presented.
HUMANITIES:
Humanities knowledge and understanding
1.L.F. Students draw on their own experience to help them understand the
world around them.
2.L.F. Students begin to understand how local resources are used to make
products which meet local people’s needs and the needs of people in other
places. They also begin to understand that resources from other places may
be used to make products locally to meet their needs.
2 L.F. .Questions and wonderings are encouraged, recorded
and shared, and become a basis for further learning.
Vocabulary:
Friendship, listening, sharing, playing, fun, secrets,
Resources:
MILLI, JACK AND THE DANCING CAT:
(Stephen Michael King)
Milli can take a nothing and transform it into a wiggly wonderful something, but she isn’t
brave enough to show people what she loves to do…until Jack and the Dancing Cat come
waltzing into her life.
Various books on friendship eg Henry and Amy (Stephen Michael King), Lester and Clyde –
James Reece; Moon Dance – Frank Asch; That’s What a Friend Is – PK Hallinan
LEARNING EXPERIENCES STRATEGIES SKILLS ASSESSMENT AS, OF, FOR
LEARNING
Tuning In:
*To provide students with
opportunities to become
engaged in the topic
*To find out what students
already know, think about the
topic
Brainstorm: What do you think a friend is?
From all these words let’s write some sentences about having/being a
friend.
Read the sentence you have written about friends.
Draw your best friend – exhibit around room. (Remind children that
they do not have to be school friends)
What do you and your friends like to do? (small group discussion)
Create a list of what you can do together.
Bundle ideas from the different groups, discuss and display.
Play games with friends in your class. These may be board games or
sports games. How do friends play these games together?
Why is it important to have a friend?
Concept mapping
Brainstorming
Drawing, making Diagrams
Listing questions
Listing statements
Class and small group
discussion
Questioning
Organising
Representing ideas visually
Sharing ideas with others
Hypothesising
Listening
Planning
Predicting
Estimating
Observation:
Did each child have opportunity to offer
idea/ did they accept the opportunity?
Are children listening to each other?
Exhibition of drawing of friends.
Observe how children play together.
 Sharing
 Taking turns
 Following game rules
 Being fair
 Participating
Finding Out:
*To provide new information
which may answer some of the
Read the story “Milli, Jack and the Dancing Cat”.
Discuss the friendships formed between characters.
What did they do together?
What was good about Milli’s art work?
Watching videos
Interviewing guest speakers
Surveying
Reading books
Observing
Summarising
Questioning
Locating and selecting
Arts work created by children will be
displayed and parents invited to exhibition.
Assessment:
 Creativity of item
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students’ earlier questions
*to raise other questions for
students to explore in the
future
Can we make similar art work?
(Children gather together items which have been recycled to create
a piece of art)
Invite a guest speaker into the class to talk about his/her ideas on
friendship. Have children ask questions of the speaker.
As a class - children report what they heard from speaker – teacher
jots down al ideas and these are displayed around room.
Observing real events relevant information
Note taking
Listening
Comparing and contrasting
Reading
Viewing
Inferring
Recognising bias
 Use of recycled materials
 Use of techniques to join
materials
Teacher observation on children’s
participation in discussion.
Guest speaker:
 Children listening
 Children creating appropriate
questions
Sorting Out:
*To encourage students to
begin to apply and transfer
some of the information they
have gained to a range of
tasks or contexts
*To create concrete records
of experience and information
gathered through the arts,
maths, language and
technology
Free Movement
Choreographing Dance
Freeze Frames See Performing
Mime Arts lessons
Role Play below.
Composition
Chants
Oral presentation on ‘Friendship’: children to prepare short oral
report on Friendship. They may use props to support their
presentation. The report is to tell class about their special friend
(reports are most effective when students are sharing information
that has not been gathered by whole class)
Make a Class Book: Children prepare a page each about their special
friend to put in class book. (Be aware that each child is mentioned,
even if you have to create additional pages).
A series of questions may need to be created to assist children
complete the page about their friend.
As a class create these questions.
What makes ME a special friend? Children write about what makes
them a special friend for someone else.
Classifying key words,
pictures, etc
Artistic representations
Composing a piece of music
Representing statistics
using graphs
Preparing factual texts
Classifying
Organising
Classifying
Seeing patterns
Representing ideas in a
range of ways
Working co-operatively
Presenting ideas to others
Interpreting information
Analysing
Making choices
Explaining
Reporting
Persuading
Testing and checking
Designing
Oral Report:
 Content
 Speaking to audience
 Volume of voice
 Use of support props
 Length of presentation
Friendship book:
 Information about friend
 Art work about friend
 Presentation of page
Going Further:
*To extend and challenge
students’ understandings
about the topic
*To meet particular interests
that have emerged during the
unit
Co-operative group task:
 Find more stories about friends. (Teacher to have a
selection of books from school library, some must be
about special friendships eg Henry and Amy {Stephen
Michael King}).
 Small group to give brief summary of the story they
choose and why they think it is about friendship
Children construct a concept map which highlights the different
aspects of friendship they have discovered through the unit of work.
Writing statements of
generalisation
Constructing consequence
wheels
Constructing concept maps
Revisiting early work
Synthesising
Interpreting
Generalising
Reflecting
Self-assessing
Revising
Restating
Ordering events
Providing feedback
Summarising
Elaborating
Book selection:
 Choice of book
 Reasons given for choice
 Summary of book
Creation of concept map:
 Content
 Presentation
161
Reflecting &
Taking Action:
*To assist students to make
links between their
understanding and their
experiences in the real world
*To enable students to make
choices and develop the belief
that they can be effective
participants in society
Laying it on the line:
Students are asked to strongly agree, agree, disagree, strongly
disagree (written on cards) about a number of statements about
friendship read out by the teacher. The cards are placed in the
four corners of the room and children will move to the appropriate
corners when responding to the statements.
At times during the activity, ask different students why they have
moved to this particular corner (on the spot interviews).
As a class make a friendship poster based on all you have explored
and learned. Display the poster in the school foyer.
Self assessment
Peer assessment
Learning Logs
Learning maps
Informing others – oral
presentations,
making posters, etc
Mini campaigns in the local
community
Taking recommendations to
school council
Working to a timeline
Considering options
Reflecting
Responding to the work of
others
Speaking clearly
Working independently
Performing
Justifying
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STANDARDS CHECKLIST
STUDENT
NAMES
INTERPERSONAL
DEVELOPMENT
Building Social Relationships &
Working in Teams
1. Students identify the
qualities of a friend and
demonstrate care for other
students.
2. Students behave
appropriately in a range of
social situations. They
identify the feelings and needs
of other people.
3. Students demonstrate
respect for others and exhibit
appropriate behaviour for
maintaining friendships with
other people.
PERSONAL LEARNING:
The individual learner
1. L.F. With teacher support,
students make links with their
existing experiences and
develop the view that learning
is exploratory, fun and
rewarding
2. L.F. Students begin to
record their feelings and
understanding about their
learning, responding to
prompts which help them
acknowledge their successes,
and noting where
improvements could be made
and reflecting on the effort
they put into particular tasks.
3.Students describe the
factors that affect learning
and identify strategies that
will enhance their own
learning.
THE ARTS:
Creating and making
ALL: Students make and share
arts works that communicate
observations, personal ideas,
feelings and experiences
1. They explore and with
guidance, use a variety of arts
elements, skills, techniques in
a range of arts forms.
2. They demonstrate an
emerging ability to select,
arrange and make choices
about expressive ways of using
arts elements, principles and
conventions.
3. They refine their work in
response to feedback and
self-evaluation
COMMUNICATION:
Listening, viewing and
responding
1. L.F. Students practice
retelling what a speaker has
said to them and learn to ask
questions when appropriate,
exploring the interactive
nature of communication.
2.L.F. Students practice skills
of being attentive listeners and
viewers in pairs, small groups
and whole class
3.L.F. Students learn about
appropriate body language when
reacting to a speaker and use
feedback from peers and the
teacher on their own body
language to improve their
reactions.
DESIGN, CREATIVITY AND
TECHNOLOGY:
Investigating and designing
1.L.F. Students explore the
differences between natural
products and artefacts, and
learn that materials can be
recycled and reused to
produce new products.
2. L.F. Students play with and
manipulate materials, think
about, discuss and describe
their characteristics and
properties and why they are
suitable for use in products
and systems.
3.Students identify simple
systems components and
common materials and explain
the characteristics and
properties that make them
suitable for use in products.
1.
2
3
4
5
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PERFORMING ARTS LESSONS
UNIT: How can I be good Friend? BOOK: MILLI, JACK AND THE DANCING CAT. GRADES: P - 2
VICTORIAN ESSENTIAL LEARNING STANDARDS:
DOMAIN: THE ARTS
(Dance, Drama and Music)
CURRICULUM STANDARDS AND FRAMEWORKS II
STRAND: THE ARTS
(Dance, Drama & Music)
DIMENSION:
Creating And Making
OUTCOME LEVEL 1
Communicate ideas when making and presenting
arts works
OUTCOME LEVEL 2
Make informed decisions about effective ways
of using performing arts elements in making and
presenting arts works
LEVEL 1.
Students make and share arts works that
communicate observations, personal ideas,
feelings and experiences They explore and
with guidance, use a variety of arts elements,
skills, techniques in a range of arts forms.
LEVEL 2
Students create and present arts works that
communicate ideas, concepts, observations,
feelings and experiences. They demonstrate
an emerging ability to select, arrange and
make choices about expressive ways of using
arts elements, principles and conventions.
Improvise movements and/or sounds in making
performing arts works
Explore ways of using performing arts elements
to communicate ideas and feelings
Present performing arts works to other class
members
Improvise performing arts ideas and works using
a range of performing arts elements to
communicate particular understandings
Develop performing arts skills, techniques and
processes in order to make choices about the
expressive use of elements.
Present own and/or others’ performing arts
works to familiar audiences.
The activities listed below will be implemented over a number of sessions.
They will also be utilised as part of student exploration of “How can I be a good friend?”
Teachers may decide to have longer periods of time to enable students to develop old and new skills.
Students will be encouraged to use the skills they develop to present their new knowledge about what it means to be a friend.
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SKILLS
Review:
 Use of space, levels and
directions
 Mime
 Listening
Explore:
 Body shapes
 Spontaneous improvisation
 Un-tuned percussion
instruments
Skill development:
 Movements – skipping, turning,
rolling to make sequence.
 Facial expression
 Singing
LEARNING EXPERIENCES
DANCE:
Warm Up:
 Walk around room to simple 4/4 music. Teacher may clap/count time.
 (Music: Pineapple Rag – The Sting)
 As children become confident with moving in time, Teacher tells them that on count 4 they must
perform a jump and then keep walking. They jump each time teacher counts 4
 Again as they become confident teacher adds in a new movement on the next grouping of 4 counts eg a
turn on count 8
 Add another movement eg bend on count 12
 To assist children in completing this sequence they are told to ‘freeze’ on counts 13 – 16.
 Repeat the sequence a number of times, gradually dropping out the counting, so that children are
listening to the music and counting for themselves.
Review:
 Children review what they know about use of levels, direction and space. Initially through class
discussion and then through directed movement, then through improvisational movement.
Exploration: Children explore concept of using their body to create shapes. (Music: Gymnopedie No 3 – Satie
Weekend Classics)
 Children are asked to trace the first letter of their name in the air
 They are then asked to ‘walk’ it on the floor
 Children are asked to make a shape, using their bodies, of the first letter of their name. They are
asked to do this lying down and then standing up.
 Discussion – about curved and sharp shapes follows.
 Make a shape with a partner using the first letters of your surnames.
 When they are confident with this activity, children work in group of four to create body shape.
 If the group is very confident, then the group shape can be made using more children until whole class
is involved.
New skill development: Children explore skill of using known movements to create a short sequence.
(Music: The Cantina Band – The Star Wars Trilogy)
 Children given time to practice known movement skills – skipping, crawling, stepping, rolling, turning,
body shape.
 Children have to order these movements in an interesting way. (Music from warm up is used to assist
counting)
 Flash cards of the movements may be used to assist ordering and memory.
 When children are happy with their sequence they are asked to present it to a classmate.
 Any child who wishes to may present their sequence to the whole class.
History of Dance:
 Class reviews the story of Milli Jack and the Dancing Cat. (Stephen Michael King).
 Discuss the different types of dance mentioned in the story.
 Where would we see these dances? Find books/pictures/stories about different types of dance.
 Mini project: children choose a style of dance and find out information about it to share with class.
This can be presented orally, pictorially, dance form, written form.
Class Dance: Social dances are important
 Children are taught a simple social dance eg “Heel - Toe Polka”, by teacher.
ASSESSMENT AS, OF , FOR
LEARNING
Children will be assessed on:
 movement to music
 implementation of different actions
 maintaining focus
Children will be assessed on:
 Use of different levels
 Direction changes
 Use of personal space
 Use of community space
Children will be assessed on:
 Creation of shape using letters
 Participation in discussion
 Creation of small group shape
Children will be assessed on their ability to:
 Skip/Step/Crawl/Roll/Turn
 Create body shape
 Put the moves into a simple sequence
 Movement to music
 Working with partner
Children will be assessed on mini project –
 How they decide to present information
 Content
 Final Presentation
Children will be assessed on:
 Participation
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RESOURCES:
Milli, Jack and the Dancing Cat.
(Stephen Michael King)
Action Flash Cards
(See attached sheet)
Various books on Dance styles:
Line Dancing, Ballet, Tap, Jazz,
Social. (Ask school Librarian for
assistance)
Selected music CDs:
* Carnival of the Animals Saint-
Saens
* Finding Neverland
Kacsmarek (Soundtrack)
* The Star Wars Trilogy
John Williams
* Grieg Greatest Hits
* The Sting
Marvin Hamlisch (Soundtrack)
* Harry Potter
John Williams (Soundtrack)
* Aladdin
Alan Menken (Soundtrack)
* Weekend Classics: A Feast of
Music for Entertaining, Dining
and Relaxing. (Naxos)
* Shrek II
Soundtrack
Suggested Songs:
The songs below can be found in:
Piggy Back Songs. (1983) Compiled
by Jean Warren.
Moving Song – Diana Nazaruk
 After time to practice, children present the dance to another class.
Improvisation: Using ideas from the story and different dance movements explored, children create a dance.
 Children work in groups of four.
 Teacher provides action cards to assist children in creating dance.
 Children are reminded about use of levels, direction, space, movements.
 As a group select actions and put in sequence.
 Children decide if they want fast or slow music. **
 Practise the actions to music
 When confident, children are invited to present to class.
**(Music choices from those used in Music Listening activity – see below)
DRAMA:
Warm Up: Snap shots.
 Children move around the room to simple drum beat. When teacher stops playing drum, children freeze in
position.
 When children are confident with this activity, teacher suggests that when they freeze they take on one of
the characters from the story. They must change character each time they freeze.
 When confident with this part of activity, teacher suggest children freeze in groups of three and show a
part of the “Milli, Jack and the Dancing Cat” story. They are becoming the art work or ‘snap shots’ of the
story.
 Repeat this section of the activity a number of times, with children having to change their groups often, so
that new ‘snap shots’ are created.
 When a particularly good ‘snap shot’ is created, teacher may suggest that other children view the group.
Review: Mime - CATS
 Class discussion about cats – habits (hunting mice, birds), means of protection (claws, paws), types of food
etc.
 Teacher explains to children why cats have whiskers (to measure distance – length of whiskers).
 They talk about the different types of cats – Persians, tabby etc.
 What type of cat do they think the “Dancing Cat” might be?
 Children spread out around room and become CATS.
 As teacher narrates in simple story fashion children:
 Go to sleep on a mat;
 uncurl and stretch;
 go and explore the room;
 spy a mouse;
 stalk and catch the mouse;
 carry it home;
 miaow for food;
 lap up milk;
 clean and wash body;
 walk along a narrow wall;
 jump into the basket;
 curl up and go to sleep.
Explore: Spontaneous Improvisation
 Story of Milli, Jack and the Dancing Cat is reviewed.
 Children work in groups of three to recreate their favourite section of the book. (If too many choose same
section, teacher to make choice, so that most parts of the story are retold)
 Performance of steps
 Remembering Dance
Children will be assessed on:
 Group work
 Use of dance elements
 Presentation
Children will be assessed on their ability to ‘freeze’
and maintain position.
Children will be assessed on their ability to work in
the group to quickly create the ‘snap shot’
Children will be assessed on ‘snap shot’
Children will be assessed on:
 Participation in class discussion
 Accuracy of cat movements
 Ability to maintain focus
Children will be assessed on:
 Working in a group
 Ability to maintain focus on task
 Ability to create simple dialogue
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Toes are Tapping – Barbara
Jackson
Be My Friend – Betty Ruth Baker
Where Are You? – Nancy Giles
Friends – Ruth Miller
Feelings – Karen Folk
Variety of un-tuned percussion
instruments – one per child
 They are to create a simple dialogue between the three characters in that section of the book
 When they are confident with their improvisation – they are invited to present to the rest of the class.
 Each improvisation should go for only two minutes. (Teacher to ring a warning bell at 1.45 mins).
New skill development: Facial expression “GO AWAY – YOU’RE NOT MY FRIEND”
 Teacher tells story of a little girl who was unhappy and tells the class that she feels that way today.
 She asks the class how can they tell how she is feeling. (Sad Face)
 Teacher gives children a small mirror each so they can observe facial expressions.
 As a class discuss the shape of mouth when you frown, smile etc.
 What about eyes and eye brows?
 Explore different emotions happy, angry, frustrated etc.
 Children discuss why people feel sad, happy etc
 Talk about the joy/happiness of having a friend
 Talk about being together, about sharing etc.
 Teacher recalls hearing someone say “Go away you’re not my friend”
 How would someone feel when they heard this?
 Children are asked to use their faces to again show feelings.
 Finish up with a happy face – a face that each child is asked to ‘wear’ during recess.
MUSIC:
Warm up: Make that sound
 Look through the book and identify the sounds made by different items in the pictures eg hammering the
shoes, sound of the wind, squeak of jack and Cat’s bike, sound of dancing etc.
 Using voices only, children recreate the sounds
 Children working in groups, select some favourite sounds from the story and sequence them to create a
‘Sound Story’
Review: Listening
 Teacher selects variety of music styles which will be played in class. (These differences need to be easily
distinguished.)
 Children are asked to listen and try to identify what is different about the music
 Teacher needs to highlight the importance of listening carefully.
 Differences may be – tempo (speed), instruments, style eg classical versus hip hop.
 Children may not know why music is different – but should be able to say that something is different about
the music
 Teacher may encourage children to clap, click, hum to assist in the differentiation process.

Suggested Music: – Anitra’s Dance – Grieg. In the Hall of the Mountain King – Grieg. Dancing with the Bear –
Finding Neverland. The Swan – Saint-Saens. Radetzky March – Strauss. Funky Town – Shrek II
Soundtrack
Explore: Un-tuned percussion instruments
 Children go back to the pages of the book and again identify and select sounds, which they can reproduce
using un-tuned percussion instruments
 Working in a small group they determine how to retell their favourite part of the story using instruments.
 How will they keep together? How will they know when to begin? To end?
between known characters and scenes in
story
Children will be assessed on:
 Exploration of facial expression
 Participation in activity
 Participation in discussion on being a
friend
 Use of happy face during the day
Children will be assessed on:
 Identification of sounds in story
 Recreation of sounds using voice only
 Participation in the group
Children will be assessed on”
 Listening ability
 Focus on activity
Children will be assessed on:
 Playing of instruments
 Working as team to decide how they will
‘play’ together
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New Skill Development: Singing. The aims of this activity are to encourage children to sing, to develop confidence in
using the voice and to make sure that children enjoy singing.
 Teacher suggests that when Milli is working on making her shoes or creating her ‘somethings’, she liked to
sing.
 What type of song would she sing when making the shoes? (Definite beat for hammering)
 What type of song might she sing when creating her special ‘somethings’? ( Bright cheerful.)
 Teacher selects simple songs to teach children – the class reads through words; listen to melody a couple of
times; ‘have a go’ at singing the song.
 After they have had a go children talk about how they felt when singing. Was it easy? What did they find
hard to do? Did they have fun?
When the children have explored the different Arts forms, they will be invited to complete pages in a learning journal.
This journal will help them reflect upon what they have learned; what they have enjoyed doing; what they might like to
learn next. As these children are young, some will complete the journals in a graphic format, while others may write
simple sentences. They should be encouraged to draw about the parts of the story they enjoyed investigating through
the performing arts. As the unit is also about friendship children should be encouraged to reflect upon how they worked
with their friends in the different activities.
Children will be assessed on:
 Participation in the activity – ‘having a
go’ at singing
 Participation in class discussions
Children will be assessed on:
 Completion of their Performing Arts
learning journal
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SUGGESTED SONGS
MOVING SONG
(Sung to: “Jungle Bells”)
F F F
Clap your hands, stomp your feet, wiggle all around.
C7 F G7
C7
Reach your hands high in the air, and now let’s touch
the ground.
F F F
Hold your head, hold your hips, give yourself a hug,
C7 F C7
F
Lay down flat upon the ground, but watch out for the
bugs.
(Diana Nazaruk)
BE MY FRIEND
(Sung to “Mary had a little lamb”)
C C
Will you come and play with me?
G C
Play with me, play with me.
C C
Will you come and play with me?
G C
Please be my friend.
(Betty Ruth Baker)
TOES ARE TAPPING
(Sung to “skip to My Lou”)
C C
Hands are clapping, clap, clap, clap.
G7 G7
Hands are clapping, clap, clap, clap
C C
Hands are clapping, clap, clap, clap
G7 G7 C C
Clap your hands, my darling.
C C
Toes are tapping, tap, tap, tap.
G7 G7
Toes are tapping, tap, tap, tap
C C
Toes are tapping, tap, tap, tap
G7 G7 C C
Tap you toes, my darling
(Also use: Arms are swinging, fingers are wiggling,
Eyes are blinking, Tongues are clicking,
Heads are nodding, Fists are pounding,
Hips are twisting, Elbows are bending etc.
Have children create their own words/action)
(Barbara Jackson)
WHERE ARE YOU
(Sung to “ Are you sleeping brother John”)
F
Where of (name of child)?
F
Where of (name of child)?
F
There (she/he) is! (Point to child)
F
There (she/he) is!
F
Will you come and play today?
F
Will you come and play today?
F
(She/he)’s gone away, (hide face behind hands)
F
(She/he)’s gone away.
(Nancy Giles)

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Words to be used for Movement
Activities:
STEPPING
ROLLING
TURNING
SKIPPING
JUMPING
STRETCHING
SHRINKING
CURLING
HOPPING
CREEPING
SWAYING
SHARP-SHAPE
CURVED
SHAPE
STANDING
TIP-TOE
GROWING
SECTION 7
IN THE
YEARS
ONE & TWO
LEARNING
CENTRE
“The Arts provide the tools to help students
develop the intellectual muscle for paying
careful attention, recording accurately, and
analysing from multiple points of view”
(Linda Crawford, 2004)
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7.1 YEAR ONE & TWO FRAMEWORK
Once introduced, core content, is to be revisited and developed in subsequent levels. Each concept needs to be revisited and
reinforced during the year.
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
LEVEL 2
Curriculum &
Standards
Framework II
Outcomes –
Level Two
Term One Term Two Term Three Term Four
Dance:
 Experience range of dance
activities
 Use levels high, medium,
low
 Use/change directions
 Use/change pathways
 Dance alone and with
partner
 Participate in movement
activities
 Further develop concepts
Body
Space
Time
Energy
 Talk about
Body positions
Body actions
Body parts
Directions of
movement
Rhythms
Tempo
Dynamics
Dance:
 Short set sequences
 Unified sequences
 Posture
 Mirroring
 Use movement skills and
techniques
 Locomotor movement
based on emotion
 Describe dances using
above vocabulary
 Choose favourite
movements – giving reasons
Dance:
 Explore
Stories
Feelings
Themes
Relationships
Ideas
 Plan/select/practise
movement
 Respond to movement
through
Sound
Language
Visual arts
Symbols
Dance:
 Dances based on inspiration
Sound
Props
Imagery
Music
 Value own and other’s work
 Participate in dance
activities from various
cultural groups in the
community
 Discuss/reflect upon
different kinds of dance
 Recognise different dances
for different purposes
DOMAIN: THE ARTS
(Dance, Drama and Music)
DIMENSION:
Creating And Making
Students create and present
performing and visual arts
works that show emerging
arts knowledge and an ability
to plan arts works that
communicate ideas,
concepts, observations
feelings and/or experiences..
They demonstrate an
emerging ability to select,
arrange and make choices
about expressive ways of
Make informed decisions
about effective ways of
using performing arts
elements in making and
presenting performing
arts works.
This is evident when the
student is able to:
*Improvise performing
arts ideas and works
using a range of
preforming arts elements
to communicate particular
understandings
*Develop performing arts
skills, techniques and
processes in order to
make choices about the
expressive use of
elements
*Experiment with the
qualities of materials,
sound sources and/or
movements to make
performing arts works.
*Present own and/or
others’ performing arts
works to familiar
audiences
Communicate about the
ways in which performing
arts works are made and
presented
Drama:
 Develop a sense of
structure and form based
on real/make believe
characters and situations
 Dialogue with others
 Use of voice
Drama:
 Explore topics:
Shopping-buying
selling
Hygiene
Transport
 Props as dramatic symbols
Drama:
 Retell known stories
through mime, puppetry,
dialogue.
 Puppets/toys in roles
 Perform expressively in
spaces suited to drama
Drama:
 Story telling structure –
introduction/
development/
conclusion
 Choose significant sections
from devised work
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 Use of gesture
 Movement
 Identify range of drama
within the community
including that seen in film,
on television and in live
performances

 Devise imaginary situations
 Talk about the dramatic
elements they use
Voice
Gesture
Movement
Mime
 Discuss preferences for
particular aspects of
drama
 Respond to dramatic works
through writing and
drawing
 Discuss differences
between types of drama
 Perform to familiar
audiences
 Extend own awareness of
dramatic characters and
situations
 Adapt known stories
This is evident when the
student is able to:
*Explain responses to own
performing arts works
and those of others in a
variety of ways
*Describe the use of
performing arts elements
in own and others’
performing arts works
*Identify the ways own
and others’ performing
arts works are made and
presented
*Identify places where
performing arts works
are performed and
describe aspects of
performances in
particular places.
Music:
 Create and make music
 Use voice, instruments and
objects to make music
 Use expressive qualities in
music
Dynamics
Pitch
Duration
Tone colour
 Develop concepts about
expressive qualities of
sound and musical
structures
 Listen/sing/play
instruments/move to music
 Make and describe sound
of different
Pitch
Duration
Tone colour
Dynamics
Music:
 Explore sound patterns
 Create sound patterns –
rhythmic, melodic
 Make/use ‘homemade’
instruments
 Share music with others
 Identify various
characteristics of
sound
Heavy/light
Smooth/rough
Flowing/jagged
Higher/lower
Louder/softer
Faster/slower
Music:
 Create music based on
feeling
 Gradual change – dynamics,
tempo etc
 Singing with feeling
 Recall and expressively
perform
Vocal works
 Instrumental works (short)
 Identify simple structure
in music eg repeated
patterns and sections
 Express preferences for
particular songs and
instrumental works
 Talk about movement and
relate to sounds
Music:
 Use symbols to represent
basic sounds
 Record work created
 Perform with others using
Voice
Instruments
Objects
Body percussion
 Listen to music, dance, and
sing songs from cultural
groups in community
 Talk about music in their
own lives
 Discuss different uses of
music in community
using arts elements,
principles and conventions.
They use skills, techniques,
processes, media, materials,
equipment and technologies
in a range of arts forms.
They identify, describe and
discuss characteristics of
their own and others’ arts
works.
General:
 Communicate ideas/experiences/feelings through Dance, Drama and Music
 Working co-operatively
 Decision making
 Improvisation in Dance, Drama, Music.
 Observing and discussing Dance, Drama and Music in Community
 Exploring themes from Personal, Physical and Social Worlds.
 Sharing presentation/performances with Class and selected audiences
 Responding to other’s performing arts works
 Identifying why like/dislike performing arts works
 
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7.2 Year 1 & 2 Learning Experiences DANCE
CONCEPT ACTIVITIES
Review
Body
Positions, Actions, Parts
Space
Levels, Directions, Pathways
Time
Rhythm, Tempo
Energy
Dynamics
Children revisit
Movements of the whole body – stretch, curl, twist;
using different parts of the body – head, trunk, legs, arms shoulders, elbows, wrists, hands, fingers, hips, knees, ankles, feet, toes;
moving independently, taking weight or leading
Actions presented below need to be completed using different levels for beginning and ending; travelling from one point to another; using different
pathways to get from one point to another; changing directions during action.
Travelling actions – walk, run, skip, crawl, stagger, slide, creep, rush, stride, march, prance, prowl, jog, dodge, trot, gallop
Jumping actions – jumping from two feet to two feet, two feet to one foot, one foot to one foot (hop), one foot to other foot (leap)
Turning actions – spin, roll, whirl, spiral, twirl, turn.
Actions from above can be completed using different time - slow motion, quickly (as in fast forwarding a video).
Actions for stillness – stop, freeze, balance, hold, hesitant, pause, settle.
Actions from above can be completed using different energy - robotic, floppy, jerky, smooth, hesitant, sharply, curved.
The Body
Use body shape and size – round
twisted, narrow, wide, small
SHAPES
Create an individual body shape
Slowly ‘morph’ to a new shape
Create a small/big group shape
Slowly morph to a new shape
This activity can be completed with or without music. Different tempos/genres of music could also be used to explore different types of shapes eg
square shapes, curved shapes etc.
PUSHING /PULLING:
Push and pull ‘space’ or air, using different parts of the body eg shoulders, knees, elbows, tummies etc.
Space
Use space around them and room space –
directions – forward, backwards,
zigzags.
Use pathways and shapes in the air –
curved or straight – circles, squares,
alphabet letters, numbers
IT’S TOO SMALL
A large space is allocated within room. Children are asked to move around the space without touching anyone else. Initially they move slowly. The
children are encouraged to vary the pathways that they take and to change directions often.
Over time the speed of the movement is increased until children are skipping, then jogging, then running around the room. At the same time the
area FOR the movement is decreased. Children are reminded that they should not touch another child while they are moving.
The activity is repeated – and children have to make a “beeping” noise whenever they touch another person.
The activity is repeated – and children who touch another person this time are ‘out’ of the activity.
A discussion about the activity and the difficulties children encountered due to ‘increase speed and decrease in space’ is held.
Time
Combine elements to create rhythmic
patterns – accent, phrases, simple
divisions of time.
YOU GOTTA COUNT
Children have to complete movements over a specific number of counts. Eg they are given 16 counts to move across the room – they should not
arrive at the other side too early or too late.
Teacher taps out a rhythm on tambourine 1,2,3,4. 1,2,3,4. 1,2,3,4. 1,2,3,4. Children step to the beat in any direction in the room. When
children are confident they are given new instruction. They must stop on a given beat eg 4. 1,2,3,4. 1,2,3,4. 1,2,3,4. 1,2,3,4. Explore this
with accenting other beats eg 1,2,3,4. 1,2,3,4. 1,2,3,4. 1,2,3,4. Where again children stop on the accented beat.
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When children are confident with stopping on accent then have them change this stop to moving a specific body part(eg arm) initially, then creating
a movement eg jump on the accent, turn on the accent, drop on the accent. Remember if you’re doing this type of activity not to go too quickly, or
children will not be able to complete their movement.
Energy
Movements to demonstrate moods –
calm, sustained, strong, jerky, heavy,
light, slow, fast.
MOVEMENT SQUARES
ROBOTIC SLITHERY
GLIDING HEAVY
Children are divided into 4 groups. Each group goes to a corner of the room where they must move in a particular manner (as listed in table). The
teacher calls out for children to move – they have to go to a new corner and move in manner that is listed for that corner. Part of the activity is to
ensure that there are not too many children in any one corner – children have to observe and be aware of where everyone is. This can continue for
some time – with movement actions in the corners being changed as needed. (This activity is also good for group work)
Sequencing SEQUENCE
Using a selection of “action” or “movement” words, children sequence the moves in a way that they will remember.
Children are taught about 3 P’s – Plan. Practice. Present.
They must practice the planned sequence a number of times before presenting to the class.
Children can work individually, then in pairs and finally in a group.
Unison 1,3,6 CONSENSUS
Children work on own to create single movement.
They then join with two others to put these movements in a sequence (which they practice)
They then join with another group to join the 2 mini sequences into a larger sequence.
ALL moves must be performed by ALL children at the same time – in Unison. They need to decide which leg, arm etc moves in a given move so that
the group will look like ONE being when presenting to class
Canon MEXICAN WAVE
As a class carry out a Mexican Wave – the easiest canon move for children to experience. Then have children create their own.
Child A creates a movement, child B must copy movement exactly (after child A has finished not at same time). Change leaders. Try in groups of
three or four, with children B,C, D all having to copy exactly the move of child A.
Partner work
Work with a partner in unison, contrast
and canon
SCULPTING
Working in pairs children become the sculptor and the clay. One child becomes a piece of clay which the other child will gently ‘mould’ into a statue.
This encourages trust between children and also assists with focus, as the ‘clay’ cannot move without the help of the sculptor. Activity can be
achieved through gentle instructions from the sculptor to the clay eg. 'move your left leg'.
Group Work
Use simple spatial relations – side-by-
side, follow the leader, under, over,
around.
MOVEMENT SQUARES (See above)
TANGLE
Children stand in a circle with their eyes closed.
They begin to move into the circle with hands outstretched and then take hold of two hands (without looking). After they open their eyes they will
see that they are a little tangled. They aim of the game is to untangle the knot without breaking contact. Children may step over, go under hands
of others to assist with the untangling. (Remind children to be careful when participating in this activity, not to pull too hard on anyone’s hand.)
Use of Props COME DANCE WITH ME
Children explore movements while using simple props. Eg dancing while wearing a hat or scarf.
Dancing around, and in and out of, and through a hoop. Children dance with hoop on the ground OR they hold the hoop and dance with it.
Sequencing REMEMBER THE ORDER
Children are given a set of word cards which they are asked to order as they like. They then have to create an action for each card. The next step
is to remember the sequence of these actions and perform them for another person. These two sequences can then be combined in any order the
pair wish. The aim of the activity is to remember the sequence and to make the moves flow into each other.
Posture KEEP IT STRAIGHT
It is important for children to be aware of holding their body well when performing dance actions. They need to be aware of straight backs, where
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they need to bear weight when balancing, the need to position legs and arms correctly when balancing. Teachers must be aware of not placing strain
on young children’s hips, knees and ankles.
Children sit on the floor with backs straight. Upon instruction they curl their backs then slowly straighten them – trying to feel each movement of
spine as they straighten. Repeat a number of times slowly without putting strain on the back.
Mirroring MIRRORING
Children follow the movements of the teacher or another child, just as if they are facing a mirror.
Children work in pairs – child A mirroring the movements of child B. They then reverse positions.
Older children work as a group with two leaders at the front. Children decide which of the two leaders they will mirror OR follow the lower body
of one leader and the upper body of the other leader.
Formal Dance I COULD HAVE DANCED ALL NIGHT
Explore a number of well known “formal” dances. At this level children will enjoy Circassian Circle, Brown Jug Polka, Birdie Dance, Shoemakers
Dance, Hi my Name is Joe and the School Daze Rap Dance. (Resource Mike Jackson’s books – Rig-a-Jig-Jig. Volumes 1 & 2, Blue Gum Music)
Cultural Dance AND STILL HAVE DANCED SOME MORE
Children should be given experiences of a variety of cultural dances – be it in live performance or through the use of video.
There are many simple versions of cultural dance for children to explore. See Rig-A-Jig-Jig, (Mike Jackson BlueGum Music) or Folk Dance Fun
(Kimbo Educational). ABC Sing books also have a number of folk songs with simple movements described in their song books.
At this stage teachers should allow children to explore contrasts in speed, rhythm, shape, size, direction and levels in simple spatial relationships using unison and canon.
The children should respond spontaneously to a variety of stimuli – music, sound, poetry, objects and story.
They should create their own actions or movements and movement sequences and remember and repeat them in the dance.
Children should be able to dance to different genres of music, showing an ability to listen and respond sensitively.
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Year 1 & 2 Learning Experiences DRAMA
CONCEPT ACTIVITIES
Review many of the activities from the previous level and adapt to suit the needs of the class.
Gesture
Gesture is the motion of the limbs or
body made to express or help express
thought, or to emphasize speech. Actors
often use gesture to create a
characterization for the role they are
playing.
Gestures
movements of free body parts eg arms, legs, shoulders (includes everyday non-verbal communication like shrugging and waving; work actions like
digging and sweeping; and symbolic gestures like stretched arms high to express elation or arm punch with closed fist to indicate anger.
Movement and use of Space.
Children continue to explore the space
around them through movement. They
will experience travelling from space to
space and explore directions and levels
and the quality of movements. (See
Dance)
Alphabet Action
Children form a circle action words in alphabetical order and accompanied by the action. For younger children do not worry about the alphabetical
order.
This is Me:
Children form a circle. In turn, children state their name and create a movement that says something about themselves.
Variation – Children have to remember and repeat, name and movement of those who go before!
Shapes in a group
Children work in groups of 4 or 5 and use their bodies to form shapes, as directed by teacher. They could be fish, chairs, washing machines, cars.
If working on a particular theme or topic, they might create shapes based on these themes eg skeleton, tree.
Review the basic body shapes of small, tall, wide and twisted. Have children create different kinds of shapes by emphasizing different body parts.
Shapes can be made on the floor, sitting, kneeling, standing and in the air. Children can copy shapes or work in pairs, small groups to move one
another into shapes.
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Role play
To continue working with the children on
the concept of role play – where they
take on the role of a well known
character eg. Parent, teacher, doctor.
They play out simple family or school
situation or take on a role that suits a
story eg explorer in the jungle. Children
can solve problems that occur in school
through the use of role play
*Devising Imaginary situations
*Characterisation – through movement
Find an Object
Students lie on the floor and close their eyes. The teacher begins to describe a place – beach, desert, mountain under snow, the moon, playground.
Teacher tells children to get up and explore this imaginary place. While they are exploring they find something, which they pick up and examine
very carefully. They replace the object and move back to their positions on the floor, lie down, close their eyes and visualise the object once again.
Teacher gives direction to find a partner and to take turns describing the object they found.
*Explore moving around room as different characters eg ice skater, postman, truck driver, policeman on walking patrol, surfer, giant, character
from a favourite story.
Do this on your own. Find a partner and work as two characters who have same job eg two nurses. Try with two characters who have
different jobs eg policeman and burglar.
*As a group create a free flow ‘snow’ movement with white streamers moving up, down and around in the air. Create a solid ice castle by connecting
body shapes.
*Stomp around as a friendly dinosaur. In a small group create a dinosaur. Suggestion - line up and take big steps together while one child is
dragged along lying flat, as the tail! (remember safety)
Use of Mask
Children are encouraged to appreciate
the various purposes of the Mask.
Masks are used by many cultures. In
Drama an actor will use a mask either
real or a facial expression to help
portray a role.
Children are given opportunities to use the MASK both real and imaginary, to help create characters. At this stage they should also explore where
masks are used within society. The abstract concept that we all hide behind a mask sometimes, might be explored if children are mature enough.
Facial expression is often a form of masking. Children explore different ways they can create a character through facial expression eg an angry
giant will not smile.
Use of Voice
To continue working with children on the
concept of using their voice to
create/maintain a character; to retell a
story.
Dialogue with others
Speak as One
Children working in pairs sit on the floor knee-to-knee. They decide who is A and B. Student A tells a story while student B tries to say each word
in unison. Teacher reminds students not to speak too quickly, and to listen carefully to each other. Children reverse roles.
Tell a story – one word at a time
Class forms a circle, including the teacher. The teacher begins telling a story saying only the first word eg ‘tomorrow’. The child on his/her right
says the next word, and so on around the circle. This can continue until a story unfolds. When children are confident with the activity – a child can
begin the story telling process.
Object Dialogue
Children work in pairs. They take on the character of two sporting objects eg bat and ball, football and boot - and hold a conversation between the
two.
Props
To continue working with the children with
using Props in Performing Arts. These can be
a variety of articles which will assist children
in their exploration of drama, . of space, of
character, and of movement.
Children continue to experiment with using props to help build a character. Eg a hat for a particular person, or a cane, or umbrella. An apron for a
particular job eg baker, nurse, mother.
They continue practising manipulating the prop during performance. Eg the use of a jug and glass in a presentation.
Mime
To continue working with the children on
the concept of mime – work which
involves a series of controlled
movements completed in silence and
The balloon
Children imagine they are blowing up a balloon. They can tie it off and play with it. It might burst. It might float away. They might have trouble
blowing it up.
Try the activity again – this time the children are the balloons
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with complete concentration, which
shows an action or sequence of actions
to tell a story. It is the use of the body
to explore or communicate an idea,
concept emotions or story – usually
wordlessly.
The image of a balloon growing and collapsing is an image with which children can easily relate. Once the children's balloon body stays all blown-up,
it can float and twist on an adventure until it "pops" and has to begin all over again.
Puppetry
To continue working with the concept of
using puppets. Puppets add interest to
instruction and help to hold children’s’
attention. A puppet can be a companion,
a release from emotional tension, a
vehicle for self expression, as well as an
aid in acquiring social skills and gaining
confidence. They can help exercise and
co-ordinate manipulative skills.
Explore variety of puppet styles – glove, marionette (string), sock, finger, muppets etc.
Create own puppets.
Use puppets to assist in retelling of stories.
Use puppets to assist in characterisation of voice.
Become a puppet – move around like a string puppet. Be the puppeteer. How do you control strings?
Acting out Story
To continue working with the children on
the use of story to provide a focus for
the drama skills they have been
exploring and practising
Story Telling
Retelling known stories -
Creating own stories
Children explore known fairy tales – they retell through the use of mime, or short scripted play, use of puppets, or improvisation of dialogue. They
must describe setting before they begin. They could use simple sets (eg chairs), and simple props (eg bowls) to assist with retell.
This activity needs to be explored many times with a variety of stories.
Children are given opportunities to create own stories. They need to decide on story line (plot), setting and characters. The must decide if the
will tell the story using mime, dialogue or puppets. They should work with characters that are known to them eg teachers, dentists, children.
Length of presentation must be determined before performance, so that children know how much time they have for performance. They need to
remember (or be reminded by teacher) about characterization eg body language, use of voice and gesture, facial expression.
Working in Pairs
Children need to work in small and large
groups in a dramatic presentation.
Children work in pairs to:
 create a human bridge,(use touching feet, hands etc to make the bridge),
 swirl a cloth. What movements can you make? What shapes can you make?
 stretch a big elastic band. What shapes can you make?
Mirror Mimes:
Working in pairs, students stand facing each other. Student A begins a simple movement which student B mirrors. Movements should be simple to
begin with and then become more complex. They need to begin slowly and then become faster as children’s confidence develops. The lead should
change from one to another without breaking the flow of the movement.
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Year 1 & 2 Learning Experiences MUSIC
CONCEPT ACTIVITIES
Review many of the activities from the previous level and adapt to suit the needs of the class.
Voice
To continue exploring the concept that
the voice can be an instrument which
makes a variety of sounds.
*Children stand in a circle – everyone hums at a comfortable pitch. Conductor (teacher) controls the humming – volume, pitch, duration.
*One student begins to hum solo, s/he ‘carries’ the hum around circle to another child and passes it on. Next child takes his/her hum around circle
and passes it on.
*Children watch the conductor and change their hum when indicated, eg na.na.na.no.no.no, ah,ah,eh,eh, etc. Include pitch and volume changes.
*Picture sounds
Children are shown pictures of different household items and are asked to create the sounds using only their voices.
Listening
To continue exploring the concept that
we listen to different sounds every
day. When listening to music, we can
hear special sounds. We can also hear
how music is created
Listen to Saint-Saens’ Carnival of the Animals. He has written a variety of music. See if you can pick different styles. (You may not know the name,
but see if you can explain how they are different).
Listen sleeper
Children sit in a circle. One child ‘sleeps’ in the centre. Another child is selected to walk around the centre person two or three times and returns to
their place. The ‘sleeper’ then tries to identify the visitor.
Beat & Rhythm
To continue exploring the concept of
beat and rhythm in music
Beat is the underlying regular pulse.
Rhythm is the pattern of long and
short sounds and silences.
Rhythm of words
Children use their voices to explore rhythms made by words. All names have their own rhythm – children say their own name – Christian and surname –
four times running, can they feel the rhythm? (See Prep Activity)
Guessing games – clap the rhythm of someone’s’ name – can the group guess the name?
Clap the rhythm of the names of famous people eg footballer, pop stars, motor cars, fruit – can the class guess who they are?
Try to ‘play’ names on the xylophone or glockenspiel. Play your name four times. Try some other notes and create a tune for your name that you will
be able to remember.
Pitch
To continue exploring the concept of
pitch in music – how the different
levels of pitch helps create the melody
as sounds move up and down
Do-Re-Mi
Children are introduced to the song Do-Re-Mi from Sound of Music. They practice the singing of the scale represented in the song.
With teacher assistance, children can use these different notes in the scale to create their own melodies to sing or hum.
Tempo
To continue exploring the concept of
tempo or speed in music
Music moves quickly or slowly, the
speed of the beat can change
The Name Game
Using the tune you created for your name sing/play it very slowly. Repeat it again and again getting faster each time, until you are playing very quickly.
Do the same beginning quickly and then slowing down each time you play.
Create some music for machinery which starts and stops and starts again. How does it sound when it is breaking?
Create some music for people walking down the street – and it begins to rain. As it rains faster – the people move faster. Have one group of
instruments being the rain and another being the people.
Un-tuned & tuned Percussion Have your un-tuned percussion instruments ‘talk’ to each other. Let them have a conversation (remember the rules of conversation, someone listens
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To continue exploring the concept of
playing un-tuned instruments –
triangles, bells, tambourines, etc.
Children are given opportunities to
explore the sounds these instruments
make and create accompaniments for
known songs.
while the other person speaks). Try to get some emotions into your conversation – someone may be angry, or sad, or happy, or excited – how can you
tell if you are only listening to the instruments?
Try to ‘play’ names on the xylophone or glockenspiel. Play your name four times. Try some other notes and create a tune for your name that you will
be able to remember. (See Rhythms above)
See if you can create a tune for a skeleton dance – you can used un-tuned percussion, for the sounds of the bones.
Here are some other themes for you to write a tune or melody about – a flowing river; ghosts; Christmas, Easter bunny (bilby); different animals.
Ask your teacher if you can listen to Saint-Saen’s Carnival of the Animals. He has written a number of different tunes eg fossils, the swan, the
elephant, aquarium.
Body Percussion
To continue exploring the concept of
using parts of their body to create
musical accompaniments to songs etc.
Children love to create sounds and
should be encouraged to supply their
own accompaniments through stamping
feet, clapping hands, clicking fingers or
tongues.
Children create their own “body” accompaniment to songs they are familiar/confident in singing.
Teacher may direct use of specific body parts, or combination of body parts to create the sounds.
If children are confident, they may be able to begin creation of a rap song accompaniment.
Dynamics
To continue exploring the concept of
dynamics
Music can loud, music can be soft.
Music can be relatively loud or soft. It
can get louder of softer. These ‘louds’
and ‘softs’ create contrast in music.
Children enjoy ‘playing’ with volume – with how soft or loud the music may be.
While they are singing a well known song, have them gradually change volume making it louder or softer.
Have children work in small groups, using a well known song, to create volume changes
 that will be interesting to an audience,
 that may surprise an audience,
 that will help with the telling of the story in the song. (Teacher assistance will be necessary in this activity)
Duration
To continue exploring the concept of
duration – each musical sound or silence
takes up a certain amount of time –
children listen to music and try to
determine patterns eg verse and
chorus in a song.
With teacher assistance:
children continue to explore the lengths of notes in music.
What difference does it make if we hold a note in a song for a longer time?
What is the difference if we make the note very short and sharp?
Sing well known songs and change the lengths of notes, or rests, to change the feeling expressed within the song.
Sound-scapes
To continue exploring the concept of
creating musical compositions as
background to stories
Children work in small groups to create a background for the reading of a well known story.
With teacher assistance, they are encouraged to record (on paper) their composition, so that they can play the same music each time.
They will need to remember counting, rests, keeping together, which instrument is playing at any time.
They can create their own symbols to help with recording their musical composition.
Voice and body percussion, can be recorded in the same way.
Have them create a variety of ‘emotions’ in the music eg. Fear, joy, sadness.
How will they show the difference between the emotions?
The teacher must remind children of what they have learned about music in other lessons.
These compositions can be recorded on tape, when children are confident that they are ‘right’.
Singing
Songs are an ideal way of exploring
music for children at this age. Singing
games involve children playfully,
physically, intellectually and musically.
Making a Song
A song is a rhyme or poem which is sung.
Children use some of the story books that are written in poetic form and to try to sing them. Initially use melodies that they know.
Take a verse from a simple poem and say it over and over until you feel the rhythm – see if a melody/tune comes to you and sing!
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TEACHER NOTES:
 Every song is a piece of art and should be appreciated as such. Therefore, even the shortest songs should be performed musically, i.e. with
correct pitch, rhythm, diction and expression.
 The clarity and simplicity of percussion instruments provide unique qualities in sound accompaniment and stimulation. Percussion can be used to
stimulate movement and to adjust tempo, volume and rhythm
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7.3 Year 1 & 2 Units of Work
Topic: Puppets – The Story of Pinocchio
A children’s story of the nineteenth century by the Italian author Carlo Collodi (1883). Pinocchio is a puppet who is brought to life by
a fairy and learns moral lessons through his adventures. For example, Pinocchio’s nose grows longer whenever he tells a lie.
Week ending: 2006 Focus Skill: Using Puppets Learning Group: Yr 1 & 2
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
THE ARTS
Creating and Making:
Students create and
present performing
and visual arts works
that show emerging
arts knowledge and an
ability to plan arts
works that
communicate ideas,
concepts,
observations, feelings
and experiences.
CURRICULUM AND
STANDARDS
FRAMEWORKS II
ARTS PRACTICE
Curriculum Focus
Communicate ideas,
feelings and experiences
through the body – whole
and part actions.
Respond to music.
Use body actions to show
character
Learning Outcome:
Communicate ideas when
making and presenting
CLASS LEARNING EXPERIENCES
DANCE, DRAMA, MUSIC, VISUAL ARTS.
The following activities can be implemented over as
many sessions as needed, they do not need to be in
this sequence, but be careful that there is flow to the
activities if you decide to alter the order. It is
important to try to integrate these sessions with
Literacy, Information Technology and Design
Technology, as well as Communication, Personal
Learning, Interpersonal Development and thinking
Processes.
 Read the story of Pinocchio.
 Talk about the puppets in the story.
 Watch a video of the story (Disney or other
versions).
ASSESSMENT AS,
OF, FOR LEARNING
Children will be
assessed on the
following:
*Completed puppets:
Sock and
Construction.
*Use of design
184
INTERPERSONAL
DEVELOPMENT:
Students work in
teams in assigned
roles,
stay on task and
complete structured
activities within set
timeframes
PERSONAL
LEARNING:
Students begin to
take responsibility for
managing their time
and resources within
the context of
structured tasks that
have clear outcomes
and a set timeframe.
COMMUNICATION:
Students are
encouraged to ask
questions to clarify
meaning and to extend
interaction
performing arts works.
Make informed decisions
about effective ways of
using performing arts
elements in making and
presenting performing
arts works
RESPONDING TO
THE ARTS
Curriculum Focus:
Share their work with
classmates.
Respond to work of
others in positive manner
Discuss why they used
particular moves to
represent
character/feeling etc.
Learning Outcome:
.
Communicating personal
responses to own and
others performing arts
works, and how they are
made and presented
 Children explore dancing as a Puppet – Teacher is
Puppeteer
 In pairs – students take turns as
puppeteers/puppets
 History of Puppets: the class explores where
puppets came from, where they are used. Books
and internet exploration. They create a
presentation for the class – could be oral, written,
ICT, song, dance, drama, poster.
 View videos of The Muppets. Discuss this form of
puppetry.
 Explore a variety of commercially produced
puppets: glove puppets, finger puppets,
marionettes etc.
 Listen to the song - I’ve Got no Strings
(Pinocchio)
 Explore creating a dance to “I’ve Got no Strings”
(Disney CD). Use puppet movements and some of
the action words that have been read in the story.
 Allow children to play with the commercially made
puppets. How do they make them work? How can
they ‘talk’ through the puppets.
 Have children work in pairs to create a dialogue
between the puppets. Teacher may need to
determine topic, or children may choose their
own.
 Use design elements from DCT to explore, design
and create puppets from paper bags, plastic bags,
egg cartons, fabric, (Construction bits and
elements from DCT.
*Sound-scape
*Created Story
*Use/manipulation of
puppets
*Representation of
known story
*Presentation –
includes speech
*Singing/Dancing
presentation
*Co-operation in class
*Working as a team
member
*Working in class
situation
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THINKING
PROCESSES:
Students explore the
community and
environment around
them and increasingly
consider contexts and
information which lie
beyond their
immediate experience.
They begin to
understand that
people are more likely
to believe an
explanation if
evidence or reasons
are provided and
develop their skills in
using a range of
sources of information
when investigating
selected questions.
Design, Creativity
& Technology
In response to simple
design briefs,
students develop basic
design ideas based
on their experiences
of working with
pieces).
 Practise using puppets to show emotions etc.
(See appendix at end for ideas on making puppets)
 Dance and Music – “I’ve Got no Strings”. Practice
the dance you created last time.
 Design and create puppets from socks OR glove -
yarn, buttons, feathers, sequins etc
 Practise using the puppets to show emotions,
movement etc.
 Review Song and Dance “I’ve Got no Strings”
 Use puppets to retell a known story (as suggested
by Teacher in earlier lesson)
 In small groups, children create their own story,
they need to be suitable for the puppets they
made. Possibly community events eg Wedding,
going to circus, going to sport. (p. 25 A. P. B.)
 Review Song and Dance: “I’ve Got no Strings”
 Children create sound- scape for known or
created story – using percussion instruments,
sound effects, body percussion. Children
practice with a second group to assist in the
presentation. One using puppets, the other
making the music.
 Presentation to class of the different group
stories.
 Known stories children could retell using puppets:
1. The Three Pigs
2. Goldilocks and the Three Bears
3. The 3 Billy Goats Gruff (or any fairy tale)
RESOURCES:
Video – Pinocchio
(Disney, 1943, or
other)
Story - Pinocchio.
There are many
English versions to
choose from.
Song – I’ve Got no
Strings (Disney
version Pinocchio)
Puppets – Junior
Topics Ashton
Scholastic
The Puppetry
Handbook – Anita
Sinclair
Puppets - Carole
Hooper
The Australian Puppet
Book – Janie Hodgson
(APB)
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materials/ingredients
and components.
They talk about their
design ideas and
thought processes and
start to represent
these visually by using
models, pictures and
words.
4. Imagine – Alison Lester
5. Where the Wild Things Are – Maurice Sendak
6. Rainbow Fish -
7. The Paper Bag Princess –
 At next school assembly, children can present
their song and dance I’ve Got no Strings. If any
group is confident (and has practised) they may
wish to present their puppet story and music.
Another group may wish to present the
information they found on puppets. Display
puppets they made in class.
Variety of material to
make puppets:
Fabric, socks, gloves,
egg containers,
feathers, ribbon,
sequins, buttons,
plastic containers,
card, balloons, paper
bags.
(See appendix for
suggestions)
LINKS TO OTHER DOMAINS:
English – Reading ,Writing, Listening and Speaking (Reports)
ICT – Internet for research. Presentation.
DCT – Design process for designing puppets.
Humanities – Communities/Societies who use puppets
LOTE – Cultures that use puppets
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ASSESSMENT CHECKLIST
STUDENT
Song
“I’ve
got
no
Strings”
D
ance
to
song
D
ialogue
between
puppets
Research
on
puppets
Presentation
of
Report
Sock/glove
puppet
(U
se
of
design)
Construction
Puppet
(U
se
of
design)
W
orking
as
a
group
Presentation
at
A
ssem
bly
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PUPPETS
Puppets can be made from an unlimited range of materials. There is no need for an exact replica of the animal or person to
be represented –
the spirit of the character is what is necessary.
GLOVE PUPPETS
Use a polystyrene ball for the head.
Draw facial features onto the ball
Body –draw shape of hand onto felt (leaving room for seam allowance), cut out two pieces and stitch together.
Add trimmings to create different characters.
FINGER PUPPETS
On felt, trace around index finger, leaving plenty of room for a seam allowance
Cut out two pieces and sew together, after stitching on the eyes, nose and mouth.
Wind wool around two fingers a number of times, tie in the middle and stitch to puppet to make effective short hair.
PAPER BAG PUPPETS
1) A small folded paper bag turns into a mouse if you cut out the shapes of the ears and nose and fold them in place
Draw on the eyes, add some string whiskers and squeak!
2) Draw a face onto a brown paper bag
Fill with newspaper and tie onto a 45cm piece of dowel.
Add fabric to hide hand and create a dress.
Add fringed paper hair.
3) Draw a fish onto each side of a paper bag.
Fill with newspaper
Tie string near end of bag to form a tail.
Add fins to create the fish.
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SOCK PUPPETS
Wit the centre of the toe stitched and cut to a mouth shape, a sock makes a splendid puppet.
For a snake, just add felt circles for eyes and a red felt forked tongue.
SPOONS
Large wooden spoons can be painted with a face.
Wool wound around cardboard makes effective long hair and a simple coloured piece of material draped around the spoon
handle will hide the hand and give the effect of a dress.
PLASTIC BOTTLE PEOPLE
Draw a face on the bottle, tie a bright scarf around the neck and some fabric for a shirt or dress to hide your hands
To make a hat, draw around a dinner plat onto cardboard, then around an empty margarine container to make a smaller circle
in the middle.
Snip several times from centre to inner circle and push the margarine container through until the rim catches it in place.
Cover edges with a ribbon for a hatband.
CEREAL BOX PUPPET
Cut cereal boxes and empty cardboard containers halfway through the middle on one side.
Cut out or draw on zigzag teeth and eyes.
Egg cartons can also be folded to make fierce monsters or gnashing sharks and crocodiles
SIMPLE ROD PUPPETS
Cut out a shape in cardboard and staple to a kebab skewer as a holder.
Draw on features or paint colourful clothes, feathers etc
To create animals or birds, use feathers or fabric and glue onto the cardboard shape.
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STUDENT PLANNING SHEET – ‘PUPPET’
Draw the character you want to make: What type of puppet is it? (Sock, construction, glove?)
What materials will you need? How will you make your puppet?
Evaluation: I am happy, okay, unhappy with my puppet
  
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Topic: Giraffes Can’t Dance. (2000) Giles Andreae & Guy Parker-Rees
“We can all do things which others don’t expect us to. All we need is a little encouragement – just like Gerald” (Andreae, 1999)
Week ending: 2006 Focus Skill: Social Dance Learning Group: Yr 1 & 2 (For Mauri with thanks)
VICTORIAN
ESSENTIAL
LEARNING
STANDARDS
THE ARTS
Creating and Making:
Students create and
present performing and
visual arts works that
show emerging arts
knowledge and an ability
to plan arts works that
communicate ideas,
concepts, observations,
feelings and
experiences.
INTERPERSONAL
DEVELOPMENT:
Students work in teams
in assigned roles,
stay on task and
complete structured
activities within set
timeframes
CURRICULUM AND
STANDARDS
FRAMEWORKS II
ARTS PRACTICE
Curriculum Focus
Communicate ideas,
feelings and experiences
through the body – whole
and part actions.
Respond to music.
Use body actions to show
character
Learning Outcome:
Communicate ideas when
making and presenting
performing arts works.
Make informed decisions
about effective ways of
using performing arts
elements in making and
presenting performing
arts works
CLASS LEARNING EXPERIENCES
Introduce the story of Giraffes Can’t Dance, using known
Literacy strategies.
Discussion
 Discuss the story – What is it all about?
 Why was Gerald sad?
 Why is Gerald happy?
DANCE
WARM UP Letter Dance
Select a piece of calm classical music.
1. Have students listen to the piece of music you have selected.
2.After listening to the selection, have students identify the shape of
the letter their name begins with.
3.Discuss the fact that some letters have only straight lines and some
letters have curves and some letters have both curves and lines.
4.Have students use their arms to trace the shape of the letters with
their hands – in the air, on the ground.
5.Next have students use their noses, feet, knees and whole bodies to
‘move’ the shape of their letters.
6.Put these movements to music and have students select the body
parts they want to use to make the shape of their letters.
7.Have children repeat the letter formation a number of times and end
the movements in a freeze of the letter shape.
8.Variations include having students trace the letters backwards.
9.Trace all letters of their names.
10. Join with a partner and create the letters of your own name, but
ASSESSMENT
AS, OF, FOR
LEARNING
Observation:
Are the children
listening to the
story?
Are the children
joining in the
class
discussions?
Are the children
participating in
exploring
Dance
Drama
Music
Activities?
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PERSONAL
LEARNING:
Students begin to take
responsibility for
managing their time and
resources within the
context of structured
tasks that have clear
outcomes and a set
timeframe.
COMMUNICATION:
Students are encouraged
to ask questions to
clarify meaning and to
extend interaction
THINKING
PROCESSES:
Students explore the
community and
environment around
them and increasingly
consider contexts and
information which lie
beyond their immediate
experience. They begin
to understand that
people are more likely to
believe an explanation if
evidence or reasons are
provided and develop
their skills in using a
RESPONDING TO
THE ARTS
Curriculum Focus:
Share their work with
classmates.
Respond to work of
others in positive manner
Discuss why they used
particular moves to
represent
character/feeling etc.
Learning Outcome:
.
Communicating personal
responses to own and
others performing arts
works, and how they are
made and presented
at the same time as your partner.
11. Work with your partner to sequence the movements of making
your letter name, join the two/four letters with a turn, or jump,
slide or roll.
Try all the above with different forms of music eg. Jazz,
Contemporary, Musical Theatre, fast Classical.
Have children alter their movement styles to fit the music styles.
IMPROVISATION
 In small groups, explore the different ways that animals can
move
 Can we turn these movements into a dance? (64 counts)
 Each group presents the dance to the class.
SKILL DEVELOPMENT
 Explore the different dance styles mentioned in the story.
 Using videos or invite an “expert” into the class – explore waltz,
cha-cha, rock’n’roll, tango, OR hokey pokey, little brown jug.
 Use music from the CD which retells the story
 Children are taught three different social dances.
PRESENTATION:
 Small groups select a style of dance to present to the class.
WARM DOWN:
 Have a class ‘disco’. Choose ‘winners’ for different criteria.
(Every child will win!)
JOURNAL
Children complete page in journal about their competition in the
Disco. For what did they win their prize?
DRAMA
WARMUP: This is Me
Children form a circle. In turn, children state their name and
create a movement that says something about themselves.
Variation – Children have to remember and repeat, name and
Write/draw in
reflection
journal about
Gerald’s
feelings.
Presentation as
a member of
small group
Dance
Re-enactment
Dialogue
Sound-scape
Song
Maintaining
Journal about
skills learnt in
different areas.
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range of sources of
information when
investigating selected
questions. RESOURCES:
Story:
Giraffes can’t Dance.
(2000)
Giles Andreae & Guy
Parker-Rees.
Music suitable for
children to explore animal
movements:
Carnival of the Animals by
Saint-Saens.
Peter and The Wolf by
Prokofiev
The Lion King
Disney soundtrack
CD of Story which
contains appropriate music
for:
*Waltz
*Rock ‘n’ roll
*Tango
*Cha-cha
*Scottish
*Disco
Resource for dancing Rig a
Jig Jig. See dances
below.
movement of those who go before!
SKILL DEVELOPMENT (Dialogue)
 Discuss - What did the other animals say to Gerald? What did
the cricket say to Gerald? How did Gerald feel each time?
 Working in pairs: child A is Gerald and Child B is a television
interviewer. Child B interviews Child A about how he felt when
the other animals laughed at him. How did he fell when he was
the best dancer. Children change roles and repeat activity.
IMPROVISATION
 In small groups re-enact the story of Gerald without any
dancing – but remember to speak out loud.
PRESENTATION
 Present your group work to the class.
WARM DOWN Find an Object:
Students lie on the floor and close their eyes. The teacher begins
to describe a place – beach, desert, mountain under snow, the
moon, playground. Teacher tells children to get up and explore
this imaginary place. While they are exploring they find
something, which they pick up and examine very carefully. They
replace the object and move back to their positions on the floor,
lie down, close their eyes and visualise the object once again.
Teacher gives direction to find a partner and to take turns
describing the object they found.
JOURNAL
Children complete a reflection on “How can dance, drama or music
make you feel special?” in their journal. (Think about Gerald)
MUSIC What sort of music do we need?
WARMUP Song List
As a class brainstorm any songs you know about animals. Write a
list of these songs. Choose a couple to sing as a class.
Watch/listen to
performances of
class members –
as a group talk
about what we
have
seen/heard
Participation in
discussions:
Where in our
own families or
community do
we see/hear
this type of
Dance, Drama,
Music?
Designing and
production of
appropriate
costumes for
presentations.
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Videos of some of the
above dances.
(Dancing with the Stars)
Musical instruments.
CD/Tape player
Safe area for exploring
Dance/Drama
Performance area
Fabric for making animal
ears and tails
SKILL DEVELOPMENT
 Find music in our music library for the different dances.
Children work in small groups to listen to and then select
suitable music for dances (with assistance from Teacher)
IMPROVISATION
 Create some music to play behind the reading of the story?
 Put this story into a song? (Using a melody we all know eg This
Old Man) The story is already in poetic form.
PRESENTATION
 Sing the song you created to another class.
WARM DOWN
Look at the list of songs you created earlier – which of these songs
would you like to sing now? Change the tempo or volume when
singing.
JOURNAL
Complete a page in your journal – How did it feel singing to an
audience? What have you learned that is new to you?
VISUAL ART
 Create simple costumes of ears and tails to enhance the
presentations.
 Present to another class or the school assembly, the different
ways you have explored Giraffes can’t Dance in dance, drama
and music wearing the costumes created.
The teacher’s
Feedback to
students during
student creation
of dance, drama,
music activities,
is a vital aspect
of the
Assessment
process.
LINKS TO OTHER DOMAINS:
ENGLISH Reading, Writing, Listening & Speaking
THINKING PROCESSES: Creative thinking, problem solving, critical thinking
INTERPERSONAL DEVELOPMENT: Working in Teams
PERSONAL LEARNING: Responsibility for own work
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ASSESSMENT CHECKLIST
STUDENT
Knowledge
of
Participation
in
Socialdances
–
eg.
Rock’n’Roll,cha-cha,waltz.
Participation
in
creating
song
list.
Sm
allgroup
‘anim
al’
m
ovem
ent
dance.
Paired
Interview
–
role
m
aintenance
in
interview.
Sm
allgroups
re-tellof
story.
Sound-scape
for
reading
behind
story
or
using
for
re-tell.
Choosing
suitable
m
usic
for
the
different
dance
styles.
Creation
of
sim
ple
costum
e
to
enhance
presentation.
(Creativity).
(Creativity)
M
aintaining
Journal
Reflections
and
com
pleting
questions.
Participation
in
Group
activities.
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SOME DANCE SUGGESTIONS FOR THIS UNIT.
MEXICAN HAT DANCE
Formation: Children placed in pairs around the room
1. Face your partner. Put your right foot forward and, with a series of quick little jumps, keep changing your leading foot.,
making sure that you keep your body in the one place. (32 counts – timing – RL RLR; LR LRL; RL RLR; LR LRL)
2. Now one child kneels on one knee and claps in time with the music, while the other child skips around the one kneeling, in
a clockwise direction (16 counts)
3. The children (in pairs) now change places. The one that was skipping around now kneels ( and claps in time with the
music) while the one that was kneeling now skips around in an anti clockwise direction.
Note: This dance comes from Mexico and is still very popular. The jumping movement is supposed to be little Mexican
jumping beans, which are an important part of the Mexican national diet. The kneeling person symbolizes the crown of the
sombrero ( hat) and the other person is meant to be dancing around the brim. The sombrero is the large brimmed and
colourful hat which is part of the Mexican national costume.
THE BROWN JUG POLKA
(Suggested music – Bananas in Pyjamas)
Formation: Children form two concentric circles with boys on the inside facing outwards and girls on the outside facing
their partner.
1. Hold you partner with both hands. With the boy’s left foot and the girl’s right foot, tap your heel and then your toe
and repeat (heel, toe, heel, toe) (4 counts)
2. Now take 4 slip steps** anticlockwise along the line of the circle (4 counts)
3. Continue to hold hands, but face other way (clockwise). Starting with your opposite feet (girl’s left, boys right)
repeat step 1 (4 counts)
4. Take 4 slip steps clockwise, back along the line of the circle, returning to the original place. (4 counts)
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5. Now release hands and face your partner. Clap your partner’s right hand 3 times; clap your partner’s left hand 3
times; clap both hands 3 times; slap you own knees 3 times. (8 counts)
6. Partners link right arms and skip clockwise for 4 steps. Drop right arms, turn and link left arms and skip anti
clockwise for 4 steps (8 counts). As you finish, take your partner’s hands read to start again.
*When children are competent instead of holding hands – use a ‘waltz hold’.
**front foot forward and slide the trailing foot up to meet the front foot
THE HOKEY POKEY
Formation: Everyone stands in a large circle, facing inwards.
1. All follow the instructions in the song, putting your left are (or leg or whatever) into the circle; then out; then in
again and shake (16 counts)
2. Do the “Hokey Pokey” i.e. put both hands under your chin (fingertips touching) with your elbows out from your body.
Do a ’see-sawing’ action with your elbows (keeping time with the music), while swinging your hips (4 counts)
3. Everyone turn clockwise (on the spot) to finish facing inwards (4 counts)
4. Everyone clap in time with the music.
5. CHORUS: Everone take hands right around the circle. Take 4 steps towards the centre and 4 steps backwards to
place (8 counts)
6. Repeat step 5. (8counts)
7. Repeat step 6 (8counts)
8. Everyone drop hands and clap in time (8counts)
SONG:
Put your left arm in, put your left arm out,
Put your left arm in and shake it all about,
You do the Hokey Pokey and you turn around
That’s what it’s all about!
Oh! The Hokey Pokey,
Oh! The Hokey Pokey,
Oh! The Hokey Pokey,
That’s what it’s all about.
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KNEES UP MOTHER BROWN
Knees up Mother Brown
Knees up Mother Brown
Knees up, knees up, don’t get the breeze up,
Knees up Mother Brown.
Jumping up and down
Jumping up and down
Jumping, jumping, always jumping
Jumping up and down
Hopping on one foot
Hopping on one foot
Hopping, hopping, never stopping
Hopping on one foot.
Hopping on the other
Hopping on the other
Hopping, hopping, never stopping
Hopping on the other
Swing your partner round
Swing your partner round
Swinging, swinging, always swinging
Swing your partner round
Clap your partner’s hands
Clap your partner’s hands
Clapping, clapping, always clapping
Clap your partner’s hands
Oh! Knees up Mother Brown,
Knees up Mother Brown
Knees up, knees up, don’t get the breeze up
Knees up Mother Brown.
(Words and music: Harris Weston & Bert Lee)
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This unit aims to develop student capacities to:
* Manage themselves as individuals and in relation to others INTEGRATED UNIT OF WORK
* Understand the world in which they live
* Act effectively in that world
So that they can become lifelong learners, build strong communities, and build a future that is innovative and sustainable.
Unit Title: I Am! You Are! We are Australian! Class Level: Year 1 & 2 Date: 2006
Main Idea:
Using the song “I Am Australian”, children investigate the ideas that many
people are needed to create the society that is called Australia. From the
Indigenous first people of the land – to convicts, prospectors, artists and
even bush rangers. Today we welcome many people from many countries
who make Australia their home.
Key Concept: Citizenship
Contributing Concepts: Acceptance Responsibility Diversity
Key Understandings:
By the end of this unit, children will understand that
 The first people in our country were from many Aboriginal tribes, they continue to give much to our country
 Many white people explored and developed the country we know as Australia
 All people living in Australia – no matter what country they came from originally, have much to give our community.
 Children are able to express their feelings about Australia through the mediums of Dance, Drama, Music, Art.
 Children are able to understand the importance of our multi-cultural society.
 Children are aware of and ready to accept the responsibilities they have as Australian Citizens.
Major Assessment Activities:
 Learning and singing the words to the song “I
Am Australian”
 Decoration of the Rhythm Sticks.
 Dance created for final verse of song.
 Flow Chart about ‘Bindi Gully’ community.
 Report on Gallery Visit – child chooses
presentation format.
Personal, Physical and Social Domains:
INTERPERSONAL DEVELOPMENT:
* Students behave appropriately in a range of social situations.
They
identify the feelings and needs of other people.
PERSONAL LEARNING:
* With teacher support, students develop simple protocols to
assist them to learn effectively such as listening attentively. They
begin to recognise their contribution to the achievement of a
positive learning environment in the classroom.
CIVICS AND CITIZENSHIP:
* Students identify the range of groups to which they, their family
members and their class belong. They begin to appreciate the
similarities and differences between individuals and groups,
including the language, cultural and religious groups which make up
the Australian nation.
Discipline Based Learning Domains:
THE ARTS:
* Students demonstrate an emerging ability to select, arrange and
make choices about expressive ways of using arts elements,
principles and/or conventions.
ENGLISH:
* Students locate directly stated information, retell ideas in
sequence using vocabulary and phrases from the text,
They select content, form and vocabulary depending on the purpose
for writing, and describe the purpose and audience for their own
and others’ writing.
They organise spoken texts using simple features to signal
beginnings and endings. They vary volume and intonation patterns
to add emphasis.
HUMANITIES:
*. Students begin to grasp the role and importance of the various
cultural groups that make up the Australian community, including
Aboriginal and Torres Strait Islander communities.
Interdisciplinary Learning Domains:
COMMUNICATION:
* When communicating with others, students begin to distinguish
between differing contexts, purposes and audiences and they learn
to modify their communication accordingly; for example, when
playing with friends in the playground and talking to classroom
visitors.
THINKING PROCESSES:
* Students develop their skills in using a range of sources of
information when investigating selected questions.
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DOMAINS AND DIMENSIONS TO BE ASSESSED IN THIS UNIT:
 THE ARTS – Creating and Making
 CIVICS & CITIZENSHIP – Civic Knowledge and Understanding
 INTERPERSOANL DEVELOPMENT – Building Social Relationships
 THINKING PROCESSES – Reasoning, Processing and Inquiry
Resources: Songs: I Am Australian. (Bruce Woodley & Dobe Newton) CD. Music of a Nation. ABC Classics
Waltzing Matilda. (Andrew Barton ‘Banjo’ Patterson) CD. Music of a Nation. ABC Classics
Tales form Didjeridoo: The Unique sound of Australian Aboriginal Music. Richard Walley. Black Label Sound Perth WA.
Bush Dance: A Manual of Australian Colonial Dancing. RANTAN Bush Band (1982, Blue Gum Music. Mt Gravatt).
Book: Australian’s All (Discovering Democracy Big Book. Lower Primary)[2001, Steve Hattensen & Robyn Platt.]
2 metre lengths of fabric (bem silk), variety of colours. Dowel for Rhythm sticks. (1.5 cm diameter, 10cm length for each stick)
Various books on Australian history and well known Australian Characters.
LEARNING EXPERIENCES ASSESSMENT AS, OF, FOR LEARNING
ENGLISH & HUMANITIES.
Using the Discovering Democracy big book Australian’s All, read the words of the song I Am Australian, to the class.
Talk about the song and what each verse is about. Have children draw a picture of their favourite verse. Display these around the room.
Reflect upon the history being told in the song – who are the characters in the song?
Have children work in small groups to improvise a dramatisation of verses 1 – 4. (Each group is given a different verse.) They will present
their work to the class.
As a class, choose a person, or group of people, who are an important part of Australia, and write a verse to add to the song.
(These people could be generic grandparents, doctors, teachers etc.) Remember to state why they are important.
Are there any members of this class whose families have come to Australia recently? What country did they come from?
Have children ask their families what country they came from originally and then on a map of the world – mark the countries from which
the families came. Display this in the classroom.
Invite a guest speaker who is someone new to the country – ask them to tell the class why they decided to come to Australia.
Children should be given the opportunity to prepare open ended questions which they can ask the speaker.
Read the story The Bindi Gully Band (p.2) from “Australian’s All”. (Use Teacher Guide for more activities)
Look at the art work – discuss the many nationalities represented in the story.
Have children create a flow chart of the events in the story.
PERFORMING ARTS
Introduce the music for “I Am Australian” from the ABC. CD – Music of a Nation
Listen to the song – talk about verses and chorus (Form of music)
Talk about the way it changes tempo (speed). Ask the children why they think the composers did this?
Teach the children the words of the Refrain.
Listen to the music of the Aboriginal people. What is different about it? Can you hear different instruments? Do you know there names?
(If possible bring in a didgeridoo and set of rhythm sticks for children to see).
Create a set of rhythm sticks for each child (two lengths of thick doweling). Have children decorate the sticks, and then use them to
Did children demonstrate their understanding of the song in their
drawings?
Did children participate in the discussion about the song/
Did children create a dramatisation that re told the story of the
verse? Did they use skills learned for characterisation?
Did they add to the writing of the new verse?
Did children develop open-ended questions.
Creation of, and information in, the flow chart, about Bindi
Gully Community.
Interesting decoration of Rhythm Sticks – based on knowledge
gained exploring Indigenous Art.
Maintaining beat when playing rhythm sticks.
Playing a created ostinato to accompany the song.
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accompany the song “I Am Australian”, when they are singing. This might be done after exploring Indigenous art styles.
Explore the Art work of Albert Namatjira and other Indigenous artists. (Visit your local Art Gallery – especially if they have an exhibition
of Indigenous Art work). Children to write a report about their visit – to be presented orally, book form, or using ICT power point
presentation.
Teach the children the words of verse one.
Explore the vocabulary and phrases in the song (I Am Australian)
digger, mother lode, depression, barren run, endured the lash, convict, bushy, battler etc.
Teach the children the words of verse two.
Explore the music of the times of Ned Kelly. Teach the children some Bush Dancing. (See Mike Jackson’s Bush Dance book & CD)
Reflect upon Waltzing Matilda – what do the words mean? Draw/paint your favourite part of the song.
In small groups create an ostinato accompaniment, using percussion instruments. (Maybe the rhythm sticks they made).
Teach the children the words of verse three
In small groups create freeze frames for each of the verses in Waltzing Matilda.
Teach children the words of verse four.
In groups of 5 or 6, and using ideas gained in other movement classes, create a simple movement sequence for verse four. Remember that
‘stillness’ or ‘freeze frames’ could be good skills to use in this verse.
Use fabric to enhance the movement for the final verse of the song. It may represent rains, hot wind, or even the rock. How imaginative
can your group be in the use of the fabric?
Teach children words of verse five.
When singing the whole song, try to use a variety of dynamics: change tempo in first and fourth verses; change volume to give more
expression to different lines of the song; use solo/small group/ whole group singing.
Perform the finished dance to another class, display some of the visual art works for other classes to view.
Report on Gallery visit – children can present in any way they
choose – oral, book Power-point, visual art………..
Participation in Bush Dancing. Remembering and performing set
movements of the dance. Present to another class.
Creating an ostinato to accompany “Waltzing Matilda”
Creation of movement sequence to interpret final verse.
Use of fabric to enhance the movements.
Group co-operation.
Final presentation of the song as a class – using changes in
dynamics, tempo, volume – at school assembly.
Final presentation of created dance to another class.
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STANDARDS CHECKLIST:
STUDENT NAMES
INTERPERSONAL DEVELOPMENT
Working in Teams
1. L.F. With teacher support, students
begin to identify and develop the skills
required to work together in a group,
including taking turns, and sharing and
caring for equipment and resources.
2.Students work in teams in assigned roles,
stay on task and complete structured
activities with in set timeframes. They
share resources fairly.
3. Students co-operate with others in the
team for agreed purposes, taking roles and
following guidelines established within the
task.
CIVICS AND CITIZENSHIP
Civic Knowledge and Understanding.
1. Students are introduced to the idea of
the classroom being a community and they
learn about respect and concern for others
and being fair.
2. They identify the range of groups to
which they, their family members and their
class belong. They begin to appreciate the
similarities and differences between
individuals and groups, including the
language, cultural and religious groups
which make up the Australian nation.
3. Students demonstrate understanding of
the contribution of people from the many
culturally diverse groups that make up the
Australian community. They sequence and
describe some key events in Australia’s
democratic history.
THE ARTS:
Creating and making
1.Students make and share arts works that
communicate observations, personal ideas,
feelings and experiences. They explore
and, with guidance use a variety of arts
elements, skills, techniques and processes
in a range of arts forms.
2.Students create and present arts works
that show emerging arts knowledge and an
ability to plan arts works that communicate
ideas, concepts, observations feelings
and/or experiences.
3. Students create and present works in a
range of arts forms that communicate
experiences, ideas, concepts, observations
and feelings. They select and combine a
range of arts elements, principles and
conventions and use a range of skills
techniques and processes.
THINKING PROCESSES:
Reasoning, Processing and Inquiry
1. When students consider the explanations
of others, they begin to ask, ‘How do you
know?’ and ‘What makes you think that?’
and consider a range of possible responses.
2.Students They develop their skills in
using a range of sources of information
when investigating selected questions.
3. They use open-ended questioning and
integrate available information to explore
ideas.
1.
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
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CHECKLIST FOR ARTS ACTIVITIES – PERFORMING AND VISUAL
PERFORMING ARTS GENERAL VISUAL ARTS
NAMES
M
aintaining
Beat
&
Rhythm
.
U
se
of
different
levels,
directions
U
se
of
fabric
to
enhance
dance
Playing
set
ostinato
Singing
as
part
of
class
group
Learning
words
of
song
M
ovem
ent
skills
Freeze
fram
es
W
orking
with
partner
Participation
in
planning
and
D
iscussion
Im
provisation
Bush
dancing
Group
W
ork
Presentation
to
class
D
rawing
verse
of
song
D
ecorating
Rhythm
sticks
Visit
to
A
rt
gallery
Report.
Indigenous
A
rt
-
review
1
2
3
4
5
6
7
8
9
10
11
12
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23
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This unit aims to develop student capacities to:
* Manage themselves as individuals and in relation to others INTEGRATED UNIT OF WORK
* Understand the world in which they live
* Act effectively in that world
So that they can become lifelong learners, build strong communities, and build a future that is innovative and sustainable.
Unit Title: MOON DANCE (Frank Asche) Class level: Year 1 & 2. Date: 2006
Main Idea:
In this unit children will use the story “Moon Dance” as a stimulus to explore
the Moon, Weather and Bears.
Key Concept: Organisation. Diversity. Contributing Concepts: Difference, Survival, Change, Continuity.
Science Understandings:
The relative movements of the sun, moon, Earth and constellations have observable effects
Plants and animals are adapted in specific ways to best suit their habitat.
Key Understandings:
By the end of this unit, children will
 Have developed an appreciation of how story books can lead us to discover other information
 Discovered information about the moon and its role at night
 Have participated in simple experiments and developed an understanding of data gathering
 Have carried out simple research about bears and develop an understanding of research skills
 Have developed an understanding of the links between story and the Arts
Major Assessment Activities:
 Children draw and label the different phases of the
moon. They write one interesting piece of information
that they have discovered about the moon
 Children publish poems about the moon, using the
computer to present work, including computer
graphics.
 Presentation of their dance to the class group
 Exhibition of children’s drawings of themselves
dancing with the moon
Personal, Physical and Social Domains:
INTERPERSONAL DEVELOPMENT:
* Students work in teams in assigned roles, stay on task and
complete structured activities within set timeframes
PERSONAL LEARNING:
* Students begin to take responsibility for managing their time and
resources within the context of structured tasks that have clear
outcomes and a set timeframe.
CIVICS AND CITIZENSHIP:
*.Students begin to appreciate the common values important to
groups and individuals; for example fairness, tolerance,
understanding and respect.
Discipline Based Learning Domains:
THE ARTS:
* Students create and present performing and visual arts works
that show emerging arts knowledge and an ability to plan arts
works that communicate ideas, concepts, observations, feelings and
experiences.
ENGLISH:
 Students locate directly stated information, retell
ideas in sequence using vocabulary and phrases from the
text, and interpret labelled diagrams.
 They select content, form and vocabulary depending on
the purpose for writing, and describe the purpose and
audience for their own and others’ writing.
 They contribute to group activities by making relevant
comments and asking clarifying questions to facilitate
communication.
MATHEMATICS:
*Students collect simple categorical and numerical data and
present this data using pictographs and simple bar graphs.
SCIENCE:
* L.F. Students observe and describe phenomena eg phases of
moon. They repeat observations over time eg collecting data about
weather. They begin to generate questions about situations and
phenomena and practice basic procedures and processes, including
those involving safety.
Interdisciplinary Learning Domains:
COMMUNICATION:
Students are encouraged to ask questions to clarify meaning and to
extend interaction
INFORMATION & COMMUNICATIONS TECHNOLOGY:
* Students manipulate text, images and numeric data to create
simple information products for specific audiences. They make
simple changes to improve the appearance of their information
products.
THINKING PROCESSES:
* Students explore the community and environment around them
and increasingly consider contexts and information which lie
beyond their immediate experience. They begin to understand that
people are more likely to believe an explanation if evidence or
reasons are provided and develop their skills in using a range of
sources of information when investigating selected questions.
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DIMENSIONS AND STANDARDS TO BE ASSESSED IN THIS UNIT:
INFORMATION & COMMUNICATIONS TECHNOLOGY – Visualising Thinking
SCIENCE – Science Knowledge and Understanding
PERFORMING ARTS – Creating and Making
THINKING PROCESSES- Reasoning, Processing and Inquiry
Resources:
Big Book – MOONDANCE - Written and Illustrated by Frank Asch. Books and information about Bears
Appropriate Classical music for Dance creation. Eg. Moonlight Sonata, Pizzicato Polka, Books and information about Moon.
Music of dances from around the world. Songs about ‘the Sky’. Books and information about Weather
Science experiments – appropriate equipment as listed.
LEARNING EXPERIENCES ASSESSMENT AS, OF, FOR LEARNING
READ THE STORY OF MOON DANCE (Frank Asche) and DISCUSS a NUMER OF TIMES THROUGHOUT the UNIT
SCIENCE:
Talking about the Moon – Brain storm: What does the moon look like? What shape does it have? When and where does it appear? etc
 Moon facts
 Moon walks – Man first walked on the moon in 1969.
Fog – what is fog? What do you know about fog? Let’s create fog ( ‘Huffing’ on cold mirror)
Rain – what do we know about rain? How is rain made? Can we create rain? (Experiment with evaporation in a plastic bag)
Weather – as a class maintain a chart about weather patterns (Especially good in Winter – rain and fog)
Sharing information about Bears – What different kinds of bear are there? Where do they live? What do they like to eat? What else
do you know about Bears? If you have seen a bear what did it look like? Draw the bear – label the parts of the bear. – add in where they
live etc. What other stories do we know about bears? (Children carry out research in groups of three to answer the above questions)
ENGLISH:
Writing Poems – Write a poem about the moon. (Discuss poems that rhyme, and those that don’t rhyme. Explore other poems about the
moon)
Expanding the Story – Children create new incidents to add to the story. Eg what if Bird suggested that Bear dance with stars, or the
wind? Create art work to go with new pages and add to the original book.
Dialogue between Bear and Moon – What might the bear and moon talk about if they were to meet one evening? Dramatise these
conversations with a partner. (Drama activity also)
Sky and weather words – Make a list of all the sky and weather words in the story. Use them to create new sentences or stories. Create
a “Brain drop” of the weather words for class presentation.
MATHEMATICS:
Create graph -Take a class survey of favourite ‘sky’ and ‘weather’ items in story – eg rain, fog, stars, moon, and any other that children can
think of.
Children work in pairs to carry out same survey in another class. They need to work out the questions, gather the information and then
they must present their information in a form of graph.
Children draw and label the different phases of the moon.
They write one interesting piece of information that they
have discovered about the moon.
Children discuss the effects of their blowing on the mirror – why
do they think it happens?
Children draw or write a report on their effort to create rain.
Mini project about different Bears:
Labelling the different parts of the bear and noting where they
live, what they eat etc.
Children publish their poems using computer to present work.
Add pictures using computer graphics.
Children work in groups to create new ‘chapters’ to the story and
publish in a manner that will enhance the original story
Children share their ‘conversation’ between Bear and Moon with
the class
Assessment of children’s sentences for correct use of the
weather word etc.
Children draw bar graphs representing data collected from
another class
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PERFORMING ARTS:
Discussing Dancing
 what dances do you know? Where have you danced these dances? Let’s try one (eg Birdie Dance)
 explore dances around the world – What dances do you know fro other countries? (Belly dancing, Irish jig etc)
 creating your own dances (in a small group) for
o Fog
o Rain
o Moon
(Children create or are given words which will help them develop moves for Moon, Rain, Fog.) What music could we use?
Sky songs – list all the songs you know about the sky, the moon, rain, fog, stars, the sun. (‘Rain rain go away’, ‘Twinkle Twinkle little star’
etc). Create movements for some of the songs. Perform to another class or at assembly.
VISUAL ART:
Exploring art work in the book – children point out details that reappear in many of the illustrations
Cloud creations: Create cloud pictures using paint and cotton wool. Explore shapes of clouds before creating arts work, try to make your
clouds look like those you see in sky.
Dance drawings – Children draw pictures of themselves dancing with the moon, the rain, the fog, or the clouds.
Presentation of their dance to the class group.
Reflecting upon the process of creating a dance
Participating in the singing of the repertoire of songs about the
sky.
Creating movements for the songs
The final art piece representing clouds.
Display of children’s drawings of themselves dancing with the
moon
General assessment criteria:
 Particpating in class discussions
 Co-operative group work – assuming set roles in group
 Presentation of completed work
 Creating/asking questions for clarification
 Organisation of own learning needs and tools.
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STANDARDS CHECKLIST
STUDENT NAMES
THE ARTS:
Creating and making
1.Students make and share arts works that
communicate observations, personal ideas,
feelings and experiences. They explore and,
with guidance use a variety of arts
elements, skills, techniques and processes
in a range of arts forms.
2.Students create and present arts works
that show emerging arts knowledge and an
ability to plan arts works that communicate
ideas, concepts, observations feelings
and/or experiences.
3. Students create and present works in a
range of arts forms that communicate
experiences, ideas, concepts, observations
and feelings. They select and combine a
range of arts elements, principles and
conventions and use a range of skills
techniques and processes.
SCIENCE:
1. L.F. Students use their senses to explore
the world around them eg day and night.
They learn about basic procedures and
processes, including collecting and
recording data.
2. L.F. Students observe and describe
phenomena eg phases of moon. They repeat
observations over time eg collecting data
about weather. They begin to generate
questions about situations and phenomena
and practice basic procedures and
processes, including those involving safety.
3. Students describe natural physical and
biological conditions, and human influences
in the environment, which affect the
survival of living things.
They plan, design, conduct and report on
experiments related to their questions
about living and non-living things and
events.
INFORMATION &
COMMUNICATIONS TECHNOLOGY:
1. with assistance students work with
different types of data, such as text,
numbers and images to create simple
information products and share their ideas.
2. Students manipulate text, images and
numeric data to create simple information
products for specific audiences. They make
simple changes to improve the appearance
of their information products.
3. Students follow simple plans and use tolls
and a range of data types to create
information products designed to inform,
persuade, entertain or educate particular
audiences.
THINKING PROCESSES:
1. Students begin to develop simple
explanations for the phenomena they
observe, through integrating information
from their own observations, information
from peers, teachers and other adults and
information from print and non-print texts.
2. Students explore the community and
environment around them and increasingly
consider contexts and information which lie
beyond their immediate experience. They
begin to understand that people are more
likely to believe an explanation if evidence
or reasons are provided and develop their
skills in using a range of sources of
information when investigating selected
questions.
3. Students collect information from a
range of sources to answer their own and
other’s questions. They question the
validity of sources when appropriate.
1.
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
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CHECKLIST FOR ARTS ACTIVITIES – PERFORMING AND VISUAL
PERFORMING ARTS GENERAL VISUAL ARTS
NAMES
Creating
dialogue
between
two
characters
Characterization
using
voice
M
ovem
ent
skills
Im
provisation
U
se
of
different
levels,
directions
Creation
of
dance
W
orking
with
Partner
Participation
in
Planning
and
D
iscussion
D
iscussion
about
Cultural
D
ance
Participating
in
Form
al
dance
Group
W
ork
Presentation
to
class
D
iscussion
re
A
rts
work
in
book
U
se
of
m
aterial
to
create
Visual
A
rts
work
D
rawing
of
self
in
respect
to
nature
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
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SECTION 8
IN THE
YEARS
THREE & FOUR
LEARNING
CENTRE
“The Arts will help our students develop
minds spry and courageous enough to
function at a high level in a world
constantly in flux”
(Linda Crawford, 2004)
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8.1 YEAR THREE & FOUR FRAMEWORK
Once introduced, core content, is to be revisited and developed in subsequent levels. Each concept needs to be revisited and reinforced during the year.
Victorian Essential
Learning Standards
The Arts
Curriculum & Standards
Framework II Outcomes
Level Three
Term One Term Two Term Three Term Four
Dance:
 Communicate ideas
 Create mood
 Use own/others ideas
 Express ideas
 Improvise different ways
of moving
 Explore elements of
movement
 Form/change movement
sequences

 ‘Group Shapes’ based on a
feeling
 Works within limitations
 Unified composition
 Formation
 Repetition
Dance:
 Works alone, with partner, in a
group
 Use
Themes
Props
Sound
Music
 Links movements into a sequence
 Watch/learn/talk about simple
dances
 Distinguish features of a dance
 Improvisation using props
 Unison
 Canon
Dance:
 Abstract themes/ideas
 Embellish movement
 Short re-made pieces
 Use elements to add
interest and expression to
movement
 Develop observational skills
 Value of dance as
physical/social/
community activity
 Safety in performing
movements
 Motifs
 Form
 Use structured
improvisation
Dance:
 Name and describe
components of dance
 Dances have different
functions
 Give reasons why they
prefer some dances to
others
 Dances communicate and
express
Ideas and feelings
Tell stories
Commemorate events
Pass on customs
Celebrate religious
occasions
 Develop awareness of
concepts of dance
Drama:
 Explore feelings
 Explore issues relevant to
personal and/or social
development
 Draw on make-believe and
fantasy
 Explore ways of expressing
ideas as dramatic action
 Extended improvisation
Drama:
 Dance dramas
 Character building using
Voice
Posture
Movement
 Performance space
 Audience space
 Develop, rehearse and perform
dramatic works
Drama:
 Expand presentation skills
 Adapt work for particular
audience
 Use of props, costumes,
sound effects to expand
presentation skills
 Describe processes of
making and shaping
dramatic work
 Talk, write and use range
of arts media to respond to
drama
Drama:
 Discuss dramatic works
they have seen
 Compare drama from
different cultures
 Identify differences
between ‘fictional’ drama
and ‘real world’ drama
Performing Arts.
(Dance, Drama and Music)
DIMENSIONS
Creating and making:
Students create and present works
in a range of arts forms that
communicate experiences, ideas,
concepts, observations and feelings.
They select and combine a range of
arts elements, principles and/or
conventions, and use a range of skills,
techniques and processes, media,
materials, equipment and
technologies. They show evidence of
arts knowledge when planning arts
works for different purposes and
audiences and identify
techniques and features of other
people’s works that inform their own
arts
making. They refine their work in
response to feedback and self-
evaluation.
Exploring and responding:
Students comment on the
exploration, development and
presentation of their arts works,
including the use of specific arts
Make and present performing
arts works, using a range of
performing arts elements, skills,
techniques and processes.
This is evident when the student is
able to:
 Select, organise and combine
a range of performing arts
elements, with the intention
of developing arts ideas
 Use a range of materials,
spaces, sounds and/or
movements to develop arts
ideas based on own and
others’ cultures
 Develop skills, using
techniques and processes in
making performing arts
works
 Plan and present
performances of own and
others’ works for a particular
audience or purpose
Identify and describe key
features of performing arts
works from own and other
cultures.
This is evident when the student is
able to:
 Identify key features of
performing arts works from
Music:
 To develop knowledge of
Music:
 Create short compositions in
Music:
 Produce specific sounds on
Music:
 Prepare and present
213
sound, using aural skills
 Develop use of expressive
qualities
 Explore and describe
different ways of making
and changing sound
 Communicate ideas and
feelings through sound
 Develop an awareness of
patterns in music
 Identify simple structures
in music
 Develop aural awareness of
and describe changes in
music
Dynamics
Tempo
Harmonic texture
response to
Music/movement
Visual art works
Poems/stories
 Explore dynamic or tonal range
of instruments
 Create rhythmic patterns to
create accompaniment for
known songs
 Use musical terms in discussion
 Perform, listen and move to
music from other cultural
groups
 Discuss uses of music in own
lives
 Identify music composed for
particular purpose
instrument or with voice
 Play simple tune by ear
 Use and interpret basic
signs and symbols for
Pitch
Dynamics
Duration
Tempo
 Perform talk about
preferences in music/songs
they have created, heard
or performed
 Develop concepts about
expressive qualities
 Improvise
musical works using
Voices
Instruments
Objects
 Perform music composed
for particular purpose
 Develop an understanding
of how changes in elements
add interest and
expression
 Compose own music
 Identify some
distinguishing features of
music according to use
elements, principles and/or
conventions, skills, techniques and
processes. They identify and
describe key features of arts works
from their own and other cultures,
and use arts language to describe
and discuss the communication of
ideas, feelings and purpose in their
own and other people’s arts works.
various cultures
 Describe ways in which ideas
from own and other cultures
contribute to own performing
arts works are made and used in
the community
Use appropriate terminology to
name and describe features of
 performing arts works
General:
 Communicate ideas/experiences/feelings through Dance, Drama and Music
 Working co-operatively
 Decision making
 Improvisation in Dance, Drama, Music.
 Observing and discussing Dance, Drama and Music in Community
 Exploring themes from Personal, Physical and Social Worlds.
 Sharing presentation/performances with Class and selected audiences
 Responding to other’s performing arts works
 Identifying why like/dislike performing arts works
Activities from previous levels can be adapted by the classroom teacher to suit children at this level, and to revise known skills.
 
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8.2 Year 3 & 4 Learning Experiences DANCE
CONCEPT ACTIVITIES
Create Mood
Students create
externalised movements
based on their
interpretation or reaction
to an internal emotion or
feeling
MOOD SWINGS
Children are taught a simple sequence of movements created by the classroom teacher. They practice the sequence until they are confident.
Working in small groups they have to explore how they can present the sequence to demonstrate a particular mood – eg loneliness, excitement. The teacher can either give each group a mood to
explore, or groups can be allowed to choose their own mood.
Present to the class.
Improvisation
At this level, improvisation
is an ideal means for
developing movement to
use as a starting point, and
providing the basic
movement material for a
dance composition.
A WORD CAN DO IT
Children work in small groups.
The teacher calls out a word and children improvise in response to the word – for approximately 30 seconds at a time. The words can be action words or locations eg stretch, shrink, early morning, a
river. (Teacher keeps the time and thus the flow of the improvisation going).
BEANS
Teacher calls out different types of beans and children try to interpret through movement. String beans, broad beans, green beans, jumping beans, coffee beans jelly beans, Mr Bean, Human Beings.
Group shapes
The use of ‘shapes’
created by the group of
dancers holding a set
position, is a creative way
to begin or end a dance.
Often called a ‘tableau’ in
dance terminology.
GRAFTING
The children sit/stand in a circle in the room. One child is chosen to move into the centre of the circle and create a shape using their whole body. Another child moves in to join onto that child,
creating a shape of their own, whilst adding to the combined shape. This continues until all children have joined the “Group Shape”. Children need to be reminded to use a variety of levels to create
an interesting whole shape.
Variation 1: when children are confident about creating the shape have them ‘uncreate’ the shape. They need to move out one at a time. Either in the reverse order OR as they feel they should move
away.
Variation 2: When this activity has been explored a few times have children “breathe” when they become the one shape. This means they need to slightly move part of their body up/down or
right/left. They become one organism.
Try the three variations and see what happens!
Form/change movement
sequences
The ability to change or
reorder a sequence or
moves, to create different
meaning in a dance
I GOT RHYTHM
Children are taught a short sequence as a whole class, with little rhythmic variation. The class is then divided into smaller groups. Each group needs to take the sequence and ‘rework’ it so that they
can provide a rhythmic pattern for the sequence. They may alter the sequence so that they are emphasizing the rhythmic pattern. They can repeat movements, lengthen movements or shorten them.
Work on the piece so that you can create a mood of excitement or anticipation.
Rework the piece so that you create a mood of boredom.
Embellish movement
Through the application of
mime abstraction to create
movement
MIME TO MOVEMENT
Children are asked to mime a simple story eg Little Miss Muffet. When they are happy with the mime sequence, they are asked to change this mime to a movement sequence. To do this they ‘stylise’
the movement they had created for the mime which represents rather than imitates the story. They may add in another movement to link aspects of the sequence. They are asked to think about
music for performance of the work. After their planning and practice – they can present their new dance to the class.
Fabric
Fabric is used as a prop or
as a costume. It can add
to flowing movement, or be
used to create shapes both
USING FABRIC:
Two metre lengths of bem silk in a variety of colours are given to students.
They are asked to explore the fabric. They can use it to:
 make costumes
 create movement effects
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sharp and curved.
Fabric adds colour to
movement and to freeze
frames. It can be used for
individual, paired and group
work.
 make a prop
 work with a partner
 work with a small group.
When students are comfortable with the fabric they are given a number of activities to complete:
 Create freeze frame utilising fabric
 Create a dance utilising fabric
 Use fabric to create a scene.
Story used “The Wind and the Sun” Aesop’s Fable.
Music: Fantasie Impromptu in C Sharp minor Op 66. Chopin.
Shapes, Levels, Balance,
Pathways
The spatial pathways or
direction travelling
movement takes, can evoke
different feelings and
attribute different
meaning to movement.
SHAPE AND BALANCE
Children work in groups of three or four.
As a group create a shape with specified number of body parts touching floor eg three feet
After exploring this activity – try with different numbers of children in each group.
When children are confident with using different levels and different body parts, after the next freeze have them ‘move‘ the shape around the room.
These group sizes can be expanded until all the class are working in one group.
This group could also be asked to ‘move’ around the room. (Remember Safety)
(Activity means children have to work together – especially when moving around the room)
Symmetrical/asymmetrical
shapes
Symmetrical shapes create
feelings of harmony,
balance, order and unity.
Asymmetrical shapes
create feelings of
distortion, nonconformity
and irregularity.
Sculptor and Sculpture
Children work in pairs one is the Sculptor and one the Sculpture.
The sculptor creates a shape with a body part eg closed hand, the sculpture has to create whole body shape to demonstrate the hand eg the body may curl in on itself. After three or four different
shapes, reverse roles.
Variation – the Sculptor may use more than one body part to create shape eg two hands may be joined or remain separate.
Variation 2 – children may work in groups of three, where two children are the sculpture.
Variation 3 – When children are confident, they may move from sculptor to sculptor making their own sculptures dance and flow!
Dynamics
Dynamics gives movement
life and meaning. It
refers to the force or
energy flow or movement
and can be the means for
expressing emotions and
feelings in dance.
DYNAMICS
After explanation of their meaning, children explore the different dynamics which can be used in dance.
Swinging Swaying, pushing, pulling
Sustained Endure, maintain, hold
Percussive Striking, jabbing, slashing, thrusting
Suspension Hanging, hovering, delaying, remaining
Collapse Fall, drop, fold down
Vibration Quivering, Oscillating, Pulsating
Space
Movement takes place in
space.
Dance is a three
dimensional activity which
takes place in space.
Movement can occur in the
personal space of a dancer,
or in the community space
of the group.
EXPLORING SPACE
Students move around the room as directed by teacher – When they stop, they may be told to put left hand on wall with windows; right foot on floor closest to playground; stretch right arm as high
as roof; left elbow on wall near principals office etc. but they have to remain where they were standing when told to stop or music stops.
SPACE GRAB
Children try to ‘grab’ as much space as they can using all parts of their body.
Children try to ‘push’ away space – using all parts of their body.
Explore this activity using a particular body part, or body parts in conjunction with each other eg left arm and right knee.
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Year 3 & 4 Learning Experiences DRAMA
CONCEPT ACTIVITIES
Mime
Dramatic Action
Lying Mimes OR What are you Doing?
Children work in pairs. Student A begins to mime a simple action. Student B asks “What are you Doing?” Student A replies saying something completely different to the actual mime. Student B
must now mime whatever was the response from Student A.
Variation – This can be completed in a circle with children taking it in turns to complete a mime and ask the question.
Remind children that they should not state a mime that will cause embarrassment to the other person or the group. With older children, however, the mimes should become a little more complex.
Alphabet Mime
Children are given a letter of the alphabet and at their turn have to come to centre of circle and mime as many things as they can which begin with that letter.
Charades
Student draws a mime card from the pack and acts out what is on the card. Class has to guess what is being done.
In small groups, children are given scenes to act out. Again they draw the card from the pack and plan, practice and present as a team. Class invited to guess what is happening.
Directions
Students work in pairs, one is nominated as a ‘tourist’ and the other as a ‘local’. The tourist has to ask the local directions to a particular location, but they must not speak as they don’t know the
local language. Therefore they ask using mime and gesture only. The teacher tells the tourist what the location is without letting the local know. Once the local has worked out where the tourist
wants to go, they can swap roles. Ask group if there are any volunteers to demonstrate to the class what they did.
Mime Cards
Children are given a card with a simple activity written on it which they have to mime. As they become adept at ‘pouring a drink’, the mimes can become a little more involved. Ask children to help
create some of these mime cards for future use. Some could be very creative with children having to take a character card, a place card and an action card. Eg a policeman, at the television
station, eating an ice-cream.
Script Work – Voice
Students explore the subtext
of a scene, the characters
motivation behind a scene and
how a story is put together.
Nursery Narratives
Children are divided into small groups. The teacher gives each group a Nursery Rhyme (Humpty Dumpty, Jack & Jill etc). The group is to present the story of the nursery rhyme as a mini drama.
They may use dialogue between characters if needed. Each drama is presented to the class. When all dramas have been viewed, the groups are sent back to decide the scene that happens BEFORE
and AFTER the drama they have presented. Each group can then present the full drama of the Nursery Rhyme.
Group work
Performance Space
Grouping
Children move around the room, being careful not to bump into each other. The teacher calls out a number and children have to move into groups of that many.
Variation 1: When children form a group they must form a shape eg star, triangle, chair, butterfly.
Variation 2: When children form a group they must be touching each other with a different body part ( as directed by teacher), eg elbows must be touching, or little fingers, or knees, or even
bottoms.
Variation 3: When children form a group they must have a balance of some form. Eg one elbow on floor, one foot only on floor – and still be linked to other members.
Machines
Children work in groups of 5 or 6. One child in the group begins a movement that represents the part of a machine. They pass this movement on to the person next to them. Next time around,
children not only repeat the action of the person before them, but add one of their own.
Variation 1: Children work in small groups – one child moves into centre of group and begins an action, next student moves in and adds a different action. As each child joins the ‘machine’ s/he adds
a new action. Remind children to keep actions simple, as they may have to repeat them many times. When children are confident with this activity, have them try it as a whole class.
Variation 2: Teacher may choose a specific machine for children to make eg painting machine, exercise machine, biscuit making machine.
Variation 3: Children add a sound to their movement, as they build a machine.
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Follow The Leader
Children follow a leader around the room. The leader demonstrates a movement that all must follow. Leader changes every so often and that means movement also changes. Children need to
explore levels and directions as well as different movements
Fruit Salad
Children sit on chairs in circle. Each child is given name of one of four pieces of fruit. One child is asked to stand in centre of group and his/her chair is taken away. When Teacher calls out one of
the fruits, everyone with that name has to change chairs. The child in centre must try to get on one of the chairs also. The person who misses out is new person in centre. When teacher calls
‘fruit salad’, then all children must change chairs.
Rule – you cannot change to chair on either side of your chair.
Contact Glue
Children close their eyes and proceed to move around the space in a random direction and movement. They are not supposed to touch another person in the group. If they do touch someone then
the two ‘bodies’ must become ‘glued’ to each other. The glued pair proceed to move around the room in tandem. Every time a person or pair makes contact with another person or pair, they must
form another bond. The activity continues until most of the group are ‘glued’ to each other.
Pass The
Squeeze
Clap
Mask
Invisible ball
Children stand in circle. One person chosen to be in centre and told to close eyes.. Teacher quietly nominates another person to start squeezing the hand of the person beside them – this ‘squeeze’
is passed around the circle I either direction and the child in the middle must try to guess where the ‘squeeze’ is.
The same situation with the ‘clap’ – however everyone copies the clap of the person nominated to start. This person can change the pattern of the clap at any time, whilst the person in the middle
has to guess who is the leader of the clapping patterns. The clapping may change to clicking, stomping or any other movement/action
The same strategy applies for pass the mask – where the nominated person is actually using facial expressions to demonstrate emotions/feelings. Again the person in the middle has to guess who is
the one making the initial changes.
The ‘invisible ball’ is the same process as the ‘squeeze’.
Improvisation – Voice
Students need to develop
improvisation skills in dialogue
Oddball Conversations
Children are divided into pairs. Each pair will be asked to improvise a conversation – with the subject being very unusual eg weeds, bricks, smoosh, rings.
Show Me
Children work in pairs.
One begins to tell his/her partner about something he/she has done recently. During the story the second person may ask the story teller to ’show me’ and the story teller must act out part of the
story, and then begin to tell the story again.
Remember to change places.
Variation: this could be done with a slightly larger group of children.
My New Voice
Students select a simple phrase eg “I hate asparagus” or “I’m going shopping tonight” and repeat it in as many ways as possible”
 Changing pitch
 Changing volume
 Changing tempo
 Changing position of tongue
 Changing emotions – anger, sadness, joy etc
 Changing accents
 Changing intonation
Students are given opportunity to practise and select their favourite “voice” to present to the group.
Rounds
Children sit in circle – one begins a story the next person continues the story after a sentence has been said. There should be no break between sentences.
Each child adds his/her own sentence to create a very imaginative story.
Variations – you may decide that children come in after one word.
A specific topic may be set by the teacher.
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Movement Body Sculpture
Children act out a scene related to the unit being studied. This time they work in a group and use all their bodies to represent different aspects of the theme. Body sculptures can be frozen or
movable (teacher decides when using this activity).
Variation – whole class makes the frozen/movable scene. If different scenes are being created, teacher may select, or member of the team takes from ‘hat’.
Body Flow Chart
Children demonstrate through mime or dance a sequence or process. It is important that there is a definite sequence of steps in the procedure for students to mime or dance. Some examples may
be:
 the stages of the water cycle;
 life cycle of a butterfly;
 how the blood flows through the body;
 how to make bread from sewing the seed to eating the bread (Little Red Hen)
 growth of a tree from seed
When planning there presentation, children may like to write down the sequence as a flow chart.
Emotions, Feeling, Moods
and Communication
Circle Moods
Children stand in a circle. Each student is asked to think of a mood or emotion or feeling and to think of an action that could accompany it. Then going around the circle each student states their
mood and then demonstrates the action, the other children are to repeat the feeling and action. (Example – I feel nauseous: student doubles over clutching at stomach)
Emotional Freezes
Children move around the room in random directions. Teacher calls out an emotion and children have to freeze demonstrating the feeling/mood/emotion. The freeze is held until teacher indicates
they can move again.
Variation:
After the freeze part of the activity, children can be required to move around the room demonstrating the emotion/feeling/mood. (No sound effects)
Emotional overlay
Each child is given a simple subject to mime eg walking the dog. They are given a short length of time to create an action that demonstrates the subject. They can show to a small group, who will
state if the action is appropriate. Each student is then given an emotion which is to overlay the original mime. Eg walking the dog and impatience; or making a cup of coffee and anger.
Role Play Role Play
Children ‘take on’ the role of a known character eg mother, father and act out a known scene eg breakfast. When they are comfortable with the concept, they take on the role of characters they
do not know eg gold diggers on the gold fields of the 1800’s.
As children become more confident, they may explore the concept of voice, gesture and body language to assist in the characterisation of the role they are playing.
Freeze
Frames/Postcards/Snapshots
Freeze Frames/Postcards/Snapshots
Teacher selects a topic and decides that s/he wants to send a postcard/photo to the family. Children have to become the postcard and ‘freeze’ in an appropriate position that will tell the audience
about the postcard. This position should be held for ten to twenty seconds.
The activity can be developed further when the picture slowly comes to life and forms into a new postcard.
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Year 3 & 4 Learning Experiences MUSIC
CONCEPT ACTIVITIES
Review many of the activities from the previous level and adapt to suit the needs of the class.
Voice
To continue exploring the
concept that the voice can be
an instrument which makes a
variety of sounds.
Aliens have landed
You are aliens visiting Earth. Your language is made up of vowel sounds with a very few consonants. Your style of communicating is a singing voice. Therefore the ‘tunes’ you create are the way to
talk to each other. Working in pairs, try to show changes in tempo, pitch, rhythm and volume to demonstrate emotions/feelings in your conversation with a partner.
Work in a group of four – A begins a conversation and B repeats it. C answers and D echoes the answer.
Can you create a mini play for the rest of the class? Will they be able to interpret what you are saying through your use of tempo, rhythm, volume and pitch?
Listening
To continue exploring the
concept that we listen to
different sounds every day.
When listening to music, we
can hear special sounds. We
can also hear how music is
created
Listening
 For sounds in the environment
 To spoken language to hear rhythm in words for song writing
 To music for pleasure
 To music to differentiate genres
 To music to hear different instruments
Beat & Rhythm
To continue exploring the
concept of beat and rhythm
in music
Beat is the underlying regular
pulse.
Rhythm is the pattern of long
and short sounds and
silences.
Rhythm Games
Working in groups of four with percussion instruments – A begins a regular beat, B joins in playing a strong note on every other beat.
C joins in making up a rhythm that fits with A & B, D now joins in creating yet another rhythm. Take it in turns to drop out of the playing. Try to create a pattern that you will remember.
A = //// //// //// ////
B = / / / / / / / /
C = /// /// /// ///
D = / / / /
Play this a number of times – try to vary tempo and volume.
Un-tuned & tuned
Percussion
To continue exploring the
concept of playing un-tuned
instruments – triangles, bells,
tambourines, etc. Children
are given opportunities to
explore the sounds these
instruments make and create
accompaniments for known
songs.
Make up a piece of conversation and remember it by playing it over and over again.
Make up more conversations – but this time let one player be very strong and one gently; one fast and one slow. Stop and repeat bits of your conversation. Change roles.
Pretend you are two friends where A is teasing B by repeating everything that A says. Try this with your instruments. Change roles.
Share the Secret
Children are given a percussion instrument each and then find a place in the room where they are on their own. One child is asked to go to another child and ‘tell them a secret’, using their
instrument. The second child cannot keep the secret to him/herself and now two children go and tell another person the secret (using instrument). The secret is passed from one to another until
all children ‘know’ the secret. A chain reaction is the result. Children will share and discuss the latest news using instruments only. There will be much moving and noise in the room until one child
decides to call ‘stop’ – and everyone freezes and the noise ceases.
Xylophone
Have children explore sounds xylophone can make. Know different xylophones – Soprano, Alto and Bass. Use two beaters, make sure they ‘bounce’ of the bars to get a ringing sound.
For children who struggle to read music or to beat bars accurately – remove bars from the xylophone to create key of C (Remove B, D, F, A leave C,E,G) Children can now hit any of the bars and
will create a melodic sound.
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Body Percussion
To continue exploring the
concept of using parts of
their body to create musical
accompaniments to songs etc.
Children love to create
sounds and should be
encouraged to supply their
own accompaniments through
stamping feet, clapping
hands, clicking fingers or
tongues.
Working in pairs, A plays body percussion and B becomes a ‘mover’. A accompanies B as s/he moves. A must watch B move very carefully and tries to accompany using body percussion – fast or slow
movement; high or low movement; round or sharp movement. Change roles.
After you have both been mover as leader – try being player as leader. The person moving has to interpret what the body percussion is ‘saying’. Change moods, speeds, volume.
Try the whole activity using instruments.
Add a Body Sound:
Children are asked to sit in a circle. One child is chosen to create a sound using body or mouth percussion. The child sitting next to him/her repeats the sound as accurately as possible and then
adds a new sound. The next child repeats the two sounds and adds his/her sound. This continues around the circle until all have added a new sound to the composition.
Variation: After all have added their sounds the whole class tries to ‘play’ the new composition as an ‘orchestra’.
Elements of
 Dynamics
 Duration
 Tempo
 Pitch
Use any of the activities above/below to explore dynamics, tempo, pitch, duration.
Sound-scapes
To continue exploring the
concept of creating musical
compositions as background
to stories
Sound-scape
A sound-scape is a piece of music created to be played behind the telling of a story or reading of a book. It is supposed to add drama to the telling/reading, just as the sound track from a movie
adds drama to the story.
Using the different skills you have been exploring create a sound scape for a story, or a play that you may have written
Sound-Scape (Voices)
Children create a sound scape to play behind the telling of a story, using voices instead of instruments. Eg Noah and the cats story. Use voices to create the thunder storm starting with light rain
through to heavy rain and thunder. What sounds can our voices make to create these sounds.
Singing
Songs are an ideal way of
exploring music for children
at this age. Singing games
involve children playfully,
physically, intellectually and
musically.
Rapper
In groups of two or three students prepare, rehearse and perform a rap song and dance related to the unit being studied. This rap can be used for a variety of topics. They also choose appropriate
music or tapping instruments. (See guidelines in Help for Teacher section)
Song Writer
In groups of two or three, children write a song about the topic being explored. They can use words from their brainstorms, the answers to questions and other information they have gathered.
These will all help with writing the song. They might remember to make the words of the new songs rhyme, so that they will sound like a song.
It is easier for most children to use a song they already know and add their new words to the melody.
(With year 1 & 2 children teacher may decide to select the melody they will use)
Breathing
Practice controlled breathing.
Feel where breathing comes from – diaphragm.
To increase breathing breathe in counting 4, hold for 4, breathe out 4, hold 4.
After four times with this counting – increase each action to 6 counts, then 8 counts and so on.
Breathe saying the different vowel sounds.
Breath and say different consonant sounds eg.BBBBB or MMMMM or blends of different consonants. This is also good diction and articulation practice.
Chants/ Raps And Rhymes
Raps and rhymes are based on
childhood chants eg Miss
Mary Black, My Name is Joe
or Three Bears. These can
often be heard in
playgrounds. The modern day
chants are raps.
Children create raps by the use of words or phrases which have been brainstormed by the class based on the topic being studied.
Eg Water – trickle, drip, pour, gurgle, water running, river, sea, wave, rivulet.
Repeating words or phrases in rhythmic pattern creates background for the rap. The rap should be presenting the information that children now/have about the topic.
Raps or rhymes can be created about any topic.
The use of the names of fruits can be an excellent way to assist children as they begin the process of chant, rhyme and rap writing as they have very distinct rhythmic patterns to the words and
they are well known by children
Eg Ap/ple. Ap/ri/cot. Ba/na/na. Wat/er/Me/lon. Pear. Ki/wi/ fruit. Straw/ber/ry. Plum.
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General Music Activities
The clarity and simplicity of
percussion instruments
provide unique qualities in
sound accompaniment and
stimulation. Percussion can
be used to stimulate
movement and to adjust
tempo, volume and rhythm.
Every song is a piece of art
and should be appreciated as
such. Therefore, even the
shortest songs should be
performed musically, i.e. with
correct pitch, rhythm, diction
and expression
Music Maker
Using anything that makes a sound, students play music or make sounds that reflect an element of the unit of work.
Name that Tune
Gather the names of a number of songs which have relevance to the unit. Choose a group of students, who sing well, they will become the musicians. The names of the songs are placed on cards.
The class (except musicians) are divided into two teams. Each team member is given a number, so that there will be pairs. Teacher calls a number and selects a song card. Musicians hum/sing the
melody and the first team member to name the song scores for his/her team. If there is no one in the class happy about taking on role of musician, then use CDs or tapes.
Musical Stop and Share
Students move around the room while music relevant to the unit is being played. If children know the song lyrics, have them join in the singing. When the music stops each person has to find a
partner and
 practice greeting each other
 making eye contact
 giving information about oneself
 discussing the unit
 asking questions and listening to answers.
Song Hunter
In groups of three, or as individuals, students collect songs around a theme. These can be presented as a poster, as a graphic organiser (concept map/flow chart), as a tape.
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8.3 Year 3 & 4 Units of Work
Topic: A Visit to the Art Gallery.
Week ending: Focus Skill: Using Art as a Stimulus. Learning Group: Yr 3 & 4.
Line. Shape. Colour.
Victorian Essential
Learning Standards
THE ARTS
Creating and making
They show evidence of
arts knowledge when
planning arts works for
different purposes and
audiences and identify
techniques and
features of other
people’s works that
inform their own arts
making. They refine
their work in response
to feedback and self-
evaluation.
LEARNING EXPERIENCES
Children visit their local Art Gallery to view the Art works on
display. If possible a local guide should be invited to assist the
children with their viewing. A painting or sculpture, or particular
exhibition, is chosen for interpretation through the performing
arts. Some galleries will allow performing arts classes to happen
within Gallery rooms.
If the school is unable to visit an Art Gallery, then arts prints can
be used to implement these activities.
DANCE
WARM UPS: Shape Making:
Each child forms an individual shape with his/her body. They hold this shape
for a certain time (Teacher uses tambourine to inform time). They then have
to slowly change from this shape to another (morphing) and again freeze. They
can perform this shape changing for a number of shapes. Directions on
size/levels/sharpness can be given by the teacher. Eg large, low and curved
OR small, medium and sharp. Use of slow classical music will enhance activity -
The Elephant (Saint-Seans).
ASSESSMENT AS, OF,
FOR LEARNING
During the exploration
and presentation is the
child able to:
* Maintain focus on the
activity?
* Demonstrate and use
the elements of Dance,
Drama, Music being
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Exploring and
responding
They identify and
describe key features
of arts works from
their own and other
cultures, and use arts
language to describe
and discuss the
communication of
ideas, feelings and
purpose in their own
and other people’s arts
works.
INTERPERSONAL
DEVELOPMENT
Building social
relationships
They support each
other by sharing ideas
and materials, offering
assistance, giving
appropriate feedback
and acknowledging
individual differences.
Working in teams
SKILL DEVELOPMENT
Children explore the notion of lines, or ‘pathways’ in dance. Using an abstract
work of art, they ‘trace’ the lines on the painting (on the floor) to create a
pathway for the movements they make.
Selecting a character in one of the paintings, children create a movement
sequence that represents the person. When they are confident with their
movements, they perform them along the pathways they created in the
previous activity. Perform using slow music and then faster music. Music
suggestions: The Swan (Saint-Saens); Comedians Gallop (Kabalevsky)
IMPROVISATION
Children perform the movements they created, in a way which they feel
represents the colours in the painting eg fast for bright colours, slow for cool
colours. Children decide if they want the slow or the fast music.
PRESENTATION
Children are placed in small groups. Each member then presents his/her
creation to the rest of the small group. The group members are encouraged
to critique the work in a positive and friendly manner
WARM DOWN: Breakaways.
Children work in groups of 4. Each is given a letter – A B C D. A forms a
shape, B joins onto this shape with a new shape. C joins onto B, and A breaks
away. D joins onto C and B breaks away. This pattern continues, with each
child forming a new shape every time. Children need to be reminded about
levels, and be encouraged to move in and break out in an interesting way.
JOURNAL
Children draw a picture of the painting/sculpture they have been exploring
through dance. They then write about the painting – how does it make them
feel? Did they like it? Did they like the colours? They need to give reasons
‘why’ to each of the questions. Was it easy to create a ‘follow-on’ story for
the painting?
DRAMA
explored?
 Shape
 Pathways
 Characterization
 Pitch
 Tempo
 Dynamics
* Join in class
discussion?
* Critique the work of
others in positive and
knowledgeable way?
*Link the elements of
Visual Arts to
Performing Arts – line,
shape, colour and
texture.
*Complete journal
activities?
Can the child use their
imagination when
‘painting’ the canvas and
then when on their
225
They describe and
evaluate their own
contribution and the
team’s progress
towards the
achievement of agreed
goals.
PERSONAL
LEARNING
The individual learner
They make and justify
some decisions about
their learning and,
with support, set
learning improvement
goals.
Managing personal
learning
They manage their
feelings
in pursuit of goals and
demonstrate a positive
attitude towards their
learning.
THINKING
PROCESSES
WARM UP A Work of Art.
Each child paints a ‘canvas’ (imaginary). They cannot move their feet, but
must stretch to reach all areas on the canvas. Children need to change size of
brush strokes; fill the whole canvas and of course periodically change colour.
When the paintings are finished – have a ‘studio walk’. Children move carefully
(so as not to bump a painting) around the room and view the art works of
others. As they look at a painting they use body language and facial
expression to demonstrate what they think of the painting. Music: The
Entertainer.
SKILL DEVELOPMENT
Children work in groups of 4 or 5. They choose a painting with characters
involved and place themselves in the position of these characters in the
painting. After short discussion about the characters and what the children
think they are doing in the painting, they decide what might happen next.
Children create freeze of the painting, then they slowly ‘morph’ into a new
position showing what they think happens next. They freeze in a new position.
Children have time to Plan, Practice and the Present their Freeze Frames.
IMPROVISATION
Children work in pairs to create a dialogue between characters in the painting.
The teacher will have a selection of topics in an envelope and each pair selects
one of the topics. These topics may not necessarily be strictly linked to the
painting – but could be about anything from football, to a night at the ballet.
PRESENTATION
Children are given an opportunity to present their dialogue to the class –
however the teacher can ‘interrupt’ a presentation and nominate another pair
to continue their conversation. This can make for a very interesting
presentation, especially if there is not a break in the flow of conversation.
WARM DOWN Word at a Time
Children form a circle. The teacher gives a starting word eg Tomorrow, then
going around the circle, each student in turn, has to add one word in order to
tell a story. When students are confident with the activity – different
Gallery Walk?
Children will be assessed
on their creation of the
Freeze Frame – ability to
maintain focus.
Creativity of story.
Use of characterisation
in “voice”.
Teacher Feed back to
students is vital
throughout all aspects of
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Creativity
Students apply
creative ideas in
practical ways and test
the
possibilities of ideas
they generate. They
use open-ended
questioning and
integrate available
information to explore
ideas.
members of the class can give the beginning word of the story. [Variation –
words have to be in alphabetical order, and yet create a story.]
JOURNAL
Children reflect upon working with a partner to create a dialogue based on a
given topic and characters from art
MUSIC
WARM UP: Chants
Children work as a class to repeat a known chant Miss Mary Mac.
SKILL DEVELOPMENT
Children work as a class to create a chant. Using their names they divide into
groups of same number of syllables. Under the ‘conducting’ of the teacher
they repeat their names in groups and as a class. Teacher reminds them of
the importance of keeping the beat – that is the role of one of the groups.
The other groups are creating different rhythms using their names. The
teacher can make them go faster or slower, louder or softer as s/he is the
conductor.
IMPROVISATION
Children brainstorm a list of words about the painting – they could be about
colours, characters, locations, themes. Working in small groups, they select
words and phrases that they all like and create a word chant about the
painting. They must remember about beat, rhythm, tempo and volume in their
presentation.
PRESENTATION
Children are given the opportunity to present their chants to the group.
WARM DOWN;
Children form a circle and begin to walk around the circle. A leader is chosen
who begins to sing a simple nursery rhyme (or song known by all), when the
teacher gives the ‘word’ they change direction and walk around the circle in
silence (but must maintain a beat). A new leader is chosen and when direction
of the walk changes that leader begins to sing a new song.
these learning
experiences.
Children will be assessed
on:
Maintaining beat and
rhythm during chant.
Content of chant (from
brainstorm).
Rhythm of chant.
Use of tempo/volume
when presenting chant
Maintaining beat
throughout presentation.
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JOURNAL
Children write the words of the chant they created in their learning journals
Children write or draw a reflection on the piece of art chosen to create their
chant.
RESOURCES:
Local Art Gallery
Various Books of Art Prints.
Various simple books about artists. eg. Alphabet Art
Music – Classic Kids: A Fun Way for Children to Enjoy the Classics. ABC for Kids.
Raps and Rhymes (1990, Susan Hill, Eleanor Curtain Publishing)
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Student Checklist Performing Arts: A Visit to the Gallery
Students
Shape;variety,
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orphing,focus
Pathways:
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Beat/Rhythm
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Freeze
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Class
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iscussion
Co-operative
group
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Line,shape,colour,
texture.
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Topic: Mathematics in Performing Arts
Week ending: 2006 Focus Skill: Using Performing Arts to Learn in Maths Learning Group: Yrs 3 & 4
Victorian Essential
Learning Standards
THE ARTS
Creating and making
Students show evidence of
arts knowledge when
planning arts works for
different purposes
Exploring and
responding
Students comment on the
exploration, development
and presentation of their
arts works,
MATHEMATICS
Students recognise and
describe the directions of
lines as vertical, horizontal
or diagonal. They recognise
angles are the result of
LEARNING EXPERIENCES
DANCE
WARM UPS Shape and Balance
Children work in groups of three or four.
As a group create a shape with specified number of body parts touching floor
eg three feet. After exploring this activity – try with different numbers of
children in each group. To make it even more interesting have the teacher –
or a child role large 12 sided dice to determine numbers of groups or balance
points. Discussion on chances of particular numbers coming up could be part
of the exercise.
SKILL DEVELOPMENT Angles
Children are asked to create shapes with arms, legs, hands – these shapes are
to be right angled, or 45 degrees, or 180 degrees.
IMPROVISATION
Children use some of the shapes they have made and put them in a sequence.
The shapes can be separated by an action such as a turn, jump, step etc. The
need to use counts of 4, 8, 12, 16 to ensure there is a rhythmic beat to the
work.
PRESENTATION
Children choose a partner and present their ‘angle dance’ to each other.
Teacher gives the pairs the opportunity to present to the bigger group.
ASSESSMENT AS, OF,
FOR LEARNING
Children are observed
throughout these
sessions for their
attitude to group work.
Do they:
Offer suggestions?
Listen to others?
Try other’s ideas?
When creating the
angles: Did children think
about using different
levels?
Did they create sharp
angles? Did they use a
variety of angles?
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rotation of lines with a
common end-point. They
plan and conduct chance
experiments (for example,
using colours on a spinner,
numbers on dice) and
display the results of these
experiments. They skip
count forwards and back-
wards, from various
starting points using
multiples of 2, 3, 4, 5, 10
and 100.
INTERPERSONAL
DEVELOPMENT
Building social
relationships
Students support each
other by sharing ideas and
materials, offering
assistance, giving
appropriate feedback and
acknowledging individual
differences.
Working in teams
Students cooperate with
others in teams for agreed
purposes, taking roles and
following guidelines
WARM DOWN SPACE GRAB
Children try to ‘grab’ as much space as they can using all parts of their body.
Children try to ‘push’ away space – using all parts of their body.
Explore this activity using a particular body part, or body parts in conjunction
with each other eg left arm and right knee.
JOURNAL:
Children draw (using stick figures) the angles they have created with their
bodies. They label each angle with degrees.
DRAMA
WARM UP: Directions:
Students work in pairs, one is nominated as a tourist and the other as a local.
The tourist has to ask the local directions to a particular location, but they
must not speak as they don’t know the local language. Therefore they ask
using mime and gesture only. The teacher tells the tourist what the location
is without letting the local know. Once the local has worked out where the
tourist wants to go, they can swap roles.
SKILL DEVELOPMENT Directions 2
Children work in groups of three to create a ‘map’ which will be given to
another group to follow. All directions need to be given using the words –
horizontal, vertical and diagonal. Other words which could be used are
concepts of place – over/under; up/down; in/out; behind/beside/in front.
IMPROVISATION
Children work in groups of two or three and each group is given a large piece
of elastic. With this elastic they are asked to make various shapes eg
triangle, circle, rectangle etc. How many shapes can they make? Which is
the ‘most sided’ shape they can make in a group of two? A group of three?
Using the elastic and shapes they make – can they create a movement
sequence? Can they go in/out/through/over/under the shapes?
When creating sequence
did children use a variety
of linking steps? Was
the flow of their ‘angle
dance’ easy to see – or
was the work disjointed?
Completion of journal
page. Accuracy of
labelling.
Children were able to
mime precisely in
Directions activity.
Children able to use
direction words
accurately. (Horizontal,
Vertical, Diagonal).
Children’s exploration of
shapes using elastic – did
they create a variety
shapes? Were the shapes
even? Were they
recognisable? Did
children create ‘new’
231
established within the
task.
PERSONAL
LEARNING
The individual learner
Students make and justify
some decisions about
their learning and, with
support, set learning
improvement goals.
Managing personal
learning
Students complete short
tasks by planning and
allocating appropriate time
and resources.
THINKING
PROCESSES
Reasoning, processing
and inquiry
Students apply thinking
strategies to organise
information and
concepts in a variety of
contexts, including problem
PRESENTATION
Children are invited to present their ‘shape dance’ to the class.
WARM DOWN: Oddball Conversations
Children are divided into pairs. Each pair will be asked to improvise a
conversation – with the subject being very unusual eg two numbers speaking
together. Two directions having an argument about which is better. Angles
complaining about how ‘sore’ they are from being bent/stretched.
JOURNAL
Children complete the ‘map’ in their journal. They reflect upon the different
directions of some of the words they used.
MUSIC
WARM UP Clap your Name
Children clap the rhythm of their names – Christian and Surname. They share
within a small group and then put their rhythmic patterns together, to make a
sequence to present to the class.
SKILL DEVELOPMENT
Children work in small groups. They change the vowels and consonants in their
names to a body percussion pattern. Eg A = 2 claps; E = 3 clicks, D = 2 stamps.
Each of the letters/words to be based on a skip counting pattern. They will
need to write these down so that they can remember the pattern. If children
are confident with the activity, then they could join their names together to
create a sequence of body percussion sounds.
IMPROVISATION
Children change the ‘clapping and clicking’ to percussion instruments and
present to the class. They could decide which of the instruments best suits
the letter sound they are representing, rather than just collecting an
instrument. Each group needs to work out how they will keep their
composition going to a regular beat. Will someone count? Is there a
shapes?
Did children create a
movement sequence that
utilised shapes plus
direction ideas?
Children assessed on
originality of:
*the conversation
between numbers;
*argument between
directions;
*angles complaints.
Children assessed on
*clapping pattern;
*pattern they create for
body percussion;
*Use of percussion
instruments to interpret
their patterns;
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solving activities.
Creativity
Students apply creative
ideas in practical ways
Reflection, evaluation
and metacognition
Students use appropriate
language to explain their
thinking.
COMMUNICATION
With guidance, students
reflect on their own and
others’ presentations and
note the features that
make them effective.
conductor?
PRESENTATION
Class presentations of each group’s work. Other members of the class
‘critique’ the presentation in a constructive manner.
WARM DOWN;
Children discuss how they managed to keep the beat when they were creating
a rhythmic pattern.
JOURNAL
Children write down their ‘clapping’ patterns for future use. They might like
to create a movement for each of the letters rather than a pattern. These
could be explored and worked upon in a dance session, at a later stage.
Honest and informed
critique of others’ work.
Teachers feedback to
students throughout
these learning
experiences is a vital
aspect of assessment.
233
Student Checklist Performing Arts: Learning Maths
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Topic: Musical Harriet (Meredith Costain)
(For David F. with thanks.)
Week ending: 2006. Focus Skill: The Orchestra Learning Group: Yr 3 & 4.
Victorian Essential
Learning Standards
THE ARTS
Creating and making
They show evidence of
arts knowledge when
planning arts works for
different purposes and
audiences and identify
techniques and
features of other
people’s works that
inform their own arts
making. They refine
their work in response
to feedback and self-
evaluation.
Exploring and
responding
They identify and
LEARNING EXPERIENCES
Using strategies from English (Literacy), teacher introduces and reads
the book Musical Harriet (1994, Meredith Costain)
DANCE
WARM UPS: SPACE GRAB
Children try to ‘grab’ as much space as they can using all parts of their body.
Children try to ‘push’ away space – using all parts of their body.
Explore this activity using a particular body part, or body parts in conjunction
with each other eg left arm and right knee.
SKILL DEVELOPMENT Sport as stimulus
Harriet’s family loves sport, therefore let’s use sport as a base for creating a
dance sequence.
Children work in groups of 6 and select 4 different sports eg tennis, rowing,
basketball and golf. They are given a short time to work on the mime actions
for these sports. They then have to decide the sequence of the mime actions.
The next step is to present these to the group as work in progress. After all
sequences have been viewed, discussion on how to make them look like a dance
is held in the class group. The idea of stylizing the movements should be
explored, also the notion of putting them to music. (These ideas may need to
come from the teacher, if children do not put them forward). Suggestions,
demonstrations, exploration on how to stylise the movements is the next
activity. Children remain in their same groups and work on their sequences.
ASSESSMENT AS, OF,
FOR LEARNING
Children will be assessed
on:
Participation in small
group and whole class
activities.
Listening with attention
Dance making –
Use of time, space and
energy as skills learned
in previous lessons.
Manipulation of Sporting
movements to create a
dance sequence.
Constructive discussion
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describe key features
of arts works from
their own and other
cultures, and use arts
language to describe
and discuss the
communication of
ideas, feelings and
purpose in their own
and other people’s arts
works.
INTERPERSONAL
DEVELOPMENT
Building social
relationships
They support each
other by sharing ideas
and materials, offering
assistance, giving
appropriate feedback
and acknowledging
individual differences.
Working in teams
They describe and
evaluate their own
contribution and the
These are again demonstrated to the group for comment and assistance.
When all groups have presented the notion of putting all the work together is
put forward by teacher. The ‘how’ of doing this is discussed as class group.
Suggestions are tried and used if the class thinks it will work, or
amended/adapted if necessary. During music time, various genres of music
could be explored. As the lesson is about the orchestra – it is suggested that
Classical music which utilises a number of these instruments be part of the
exploration. When a decision has been made – children practice their dance
sequences to the music. Under guidance of teacher the different sequences
are put together as a result of the earlier discussion on making a whole class
dance.
IMPROVISATION
This activity will be part of the skill development above.
PRESENTATION
Of the small group sequences and then the whole class dance may be
presented to another grade, or at school assemble, or to a parent group.
WARM DOWN BEANS
Teacher calls out different types of beans and children try to interpret
through movement. String beans, broad beans, green beans, jumping beans,
coffee beans, jelly beans, Mr Bean, “Human Beans”. (So that children have
opportunity to relax, ensure that you use jumping beans early in the activity.)
JOURNAL
Children complete a page in their journal responding to the questions:
What sports did my group use? How did we mime the sporting actions? How
did we turn them into a dance action? How did we put all these sequences
together? (Children may like to use diagrams as well as writing, to help in
their reflections).
and critique re the dance
creations of their
classmates.
Teacher feedback is a
necessary component of
all assessment tasks.
Completion of questions
in journal.
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team’s progress
towards the
achievement of agreed
goals.
PERSONAL
LEARNING
The individual learner
They make and justify
some decisions about
their learning and,
with support, set
learning improvement
goals.
Managing personal
learning
They manage their
feelings
in pursuit of goals and
demonstrate a positive
attitude towards their
learning.
THINKING
PROCESSES
Creativity
Students apply
creative ideas in
DRAMA
WARM UP Show Me
Children work in pairs.
One begins to tell his/her partner about something he/she has done recently.
During the story the second person may ask the story teller to ’show me’ and
the story teller must act out part of the story, and then begin to tell the
story again.
Remember to change places.
Variation - this could be implemented with a slightly larger group of children.
SKILL DEVELOPMENT
Monologue: children work at creating a monologue or conversation with
someone who is not there. To develop the skill, children will pretend that they
are talking on the phone to someone. The children can work in small groups.
The group will decide who the person on the other end of the phone may be
and what the topic for discussion will be. They can take it in turns to have
this conversation. Some children may feel the need to hold an object as a
phone, to assist in this activity.
IMPROVISATION
1. Children mime their time on the phone. Each student can choose their own
topic and person at the other end, but the mime must inform the group what
they are talking about and to whom.
2. Children work on their own to create a mime for ‘walking the dog’, as
happens in the story Musical Harriet.
3. Children work in pairs to create a mime where one of them is ‘training’ the
dog to obey its owner (As in the story).
PRESENTATION
The children can present their favourite activity either to a small group or to
the whole class, depending on their confidence (and maybe on the time left in
class).
WARM DOWN
Children sit or lie on floor and listen to a piece of music with a number of
Working with a partner
to complete an activity
Maintaining conversation
in an interesting and
convincing manner.
Participation in mime
activities.
Maintaining character
during mime.
Presentation of their
favourite activity.
Listening.
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practical ways and test
the
possibilities of ideas
they generate. They
use open-ended
questioning and
integrate available
information to explore
ideas.
different instruments playing. They are asked to listen and try to note when
a different instrument can be heard clearly. This activity may be used at
different times during the day, as a way of having children relax – yet develop
their listening skills.
JOURNAL
Children draw and label a picture of themselves in their favourite mime
activity. They need to inform people about the mime through their labelling
of the diagram.
MUSIC
(The activities below can be implemented over a number of sessions. You may
want to group them or re-order them. As the teacher you will know the best
way to implement these activities, so that children learn about the Orchestra)
1. Children view the video Peter Ustinov Reads the Orchestra
2. They discuss what they have seen and heard, as a class
3. Posters of individual instruments are viewed and discussed
4. Children are given work sheets of Instruments of the Orchestra, they
are required to name and label the instruments they know.
5. Children are given an opportunity to listen to the sounds made by
different instruments. (Guest performers?)
6. They are given the opportunity to listen to, or watch, Peter and the
Wolf noting the different instruments used to represent different
characters.
7. Children mime playing their favourite instrument from the orchestra
8. Based on the story – children mime playing Harriet’s trombone. How
much space do they need to play the instrument? How long do their
arms have to be? Can they make a trombone sound with their voices?
Play the instrument in different directions, making your arms and body
stretch.
9. Become the trombone itself – make your body move the way the
Maintaining journal –
completing the set
activity.
Informed participation in
discussion on music video.
Accurate completion of
worksheets.
Accurate mime activity
using instruments.
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trombone moves (not the player).
10. Children work as a class to repeat and perform a known chant Miss
Mary Mac
11. Working in small groups children create a simple accompaniment for
the chant. When they are confident with their creation, they can
perform for the rest of the class. If the Teacher feels they are
ready, try to combine the different creations and make one
performance. They can perform this creation to another class. Maybe
one child could mime being Harriet when she played with her class
music group.
JOURNAL
Children have the opportunity to write or draw, about the different
activities in which they have participated during the music sessions.
Creation of musical
accompaniment for
chant.
Presentation of the
musical accompaniment
with the group.
Journal pages are
completed in appropriate
manner.
RESOURCES:
Book: Musical Harriet
Video – Peter Ustinov reads the Orchestra
CD I Am the Music Man: Learning About Music
Poster: Instruments of the Orchestra
Activity Sheets: Instruments of the Orchestra
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Teacher support material:
Instruments of the Orchestra
Four different families of musical instruments are present in a symphony orchestra. members of the families are 'related' by the similar ways in
which they produce sound.
Strings Woodwinds
Violin Piccolo
Viola Flute
Cello Oboe
Double Bass English Horn
Harp Clarinet
Bass Clarinet
Percussion Bassoon
Snare Drum Contrabassoon
Cymbals Saxophone
Bass Drum Brass
Tambourine Trumpet
Triangle Trombone
Castanets Tuba
Guiro French Horn
Timpani
Glockenspiel
Xylophone Keyboards
Chimes Piano
Harpsichord
Organ
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Student Checklist Performing Arts:
Students
Creating
dance
using
“Sport”
them
e.
Listening
attentively
and
actively.
Voice
–
m
onologue
Phone
conversation.
M
im
e
*W
alking
the
D
og
*Training
the
D
og
*Playing
instrum
ents.
Labelling
Instrum
ents
of
the
O
rchestra
Chant
Rhythm
and
presentation.
Creation
of
m
usical
accom
panim
ent.
Class
participation
D
iscussion
Co-operative
group
work.
M
aintaining
Learning
Journal.
1
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This unit aims to develop student capacities to:
* Manage themselves as individuals and in relation to others INTEGRATED UNIT OF WORK
* Understand the world in which they live
* Act effectively in that world
So that they can become lifelong learners, build strong communities, and build a future that is innovative and sustainable.
Unit Title: Once Upon a Time… Class level: Years 3 & 4 Date: 2006
Main Idea:
Children will explore a variety of fairy tales as a means of developing skills in communication.
They will investigate relationships within fairy tales and how they may impact on their own lives.
Through the arts they will have the opportunity to express their feelings and understandings
about fairy tales. Children will create known objects from the fairy tales to enhance their re-
telling of the story.
Key Concept:
 Identify and use several strategies for assisting spoken communication.
 Identify simple symbolic representations and stereotypes in texts and explain their purpose and meaning.
 Use a small range of strategies to plan, compose and revise texts.
Contributing Concepts:
The focus of Arts practice in the early years of schooling is on making arts works, where students explore ideas and
feelings relevant to them and their understanding of the world. At this stage, they use imagination and observation to make
and create works, identifying, experimenting with and organising arts elements. In Technology, students work on problems
that are associated with things they are familiar with. Problems are presented as design briefs in which an outline of the
problem to be addressed is clearly provided and through which students are able to explore the idea that there is more
than one solution to a problem. Learning Mathematics involves mastery of several components: knowing mathematical facts,
being able to carry out mathematical procedures and being able to use mathematics in solving problems and describing and
understanding the world.
Key Understandings:
By the end of this unit, children
 will have been given the opportunity to explore and realise the importance of Fairy Tales in our culture.
 will have chances to learn about Fairy Tales and their characters through performing arts activities
 will have opportunities to explore Fairy Tales through reading, writing and discussing them in ours and other’s cultures.
 will explore aspects of the Fairy Tales through mathematical activities, and
 will create items following design process in Technology.
Major Assessment Activities:
Plan and hold a Fairy Tale Party.
Create the items needed for the party – eg placemats. bowls, food.
Create and present some entertainment at the party.
Personal, Physical and Social Domains:
HEALTH AND PHYSICAL EDUCATION:
* They identify healthy eating practices and explain some physiological,
social, cultural and economic reasons for people's food choices.
INTERPERSONAL DEVELOPMENT:
* Students demonstrate respect for each other. They support each
other by sharing ideas and materials, offering assistance, giving
appropriate feedback and acknowledging individual differences.
* Students cooperate for agreed purposes, taking roles and following
guidelines established within the task.
PERSONAL LEARNING:
* Students work co-operatively with peers, seeking and giving relevant
feedback.
* They complete short tasks by planning and allocating appropriate time
and resources
CIVICS AND CITIZENSHIP:
* They explain the difference between rules and laws and describe the
qualities of a good law.
* Students describe some of the roles and purposes of groups in the
community.
Discipline Based Learning Domains:
THE ARTS:
* Students select and combine a range of arts elements, skills,
techniques and processes to create and present works
* Students discuss the use of specific arts elements, skills, techniques
and processes in their own works.
ENGLISH:
* They interpret the main ideas and purpose of texts and make
inferences about characters' qualities, motives and actions
* They write narratives which include characters, setting and plot.
* They listen attentively to factual spoken texts and identify the topic,
retell information accurately, ask clarifying questions, volunteer
information and justify opinions.
HUMANITIES:
* Students use a range of historical evidence, including oral history,
artefacts, narratives and pictures, to retell events and describe
historical characters.
MATHEMATICS:
* Students use and compare ways of locating and identifying places on
maps and diagrams.
Interdisciplinary Learning Domains:
COMMUNICATION:
* Students listen attentively when required and learn to respond and
interject appropriately.
DESIGN, CREATIVITY AND TECHNOLOGY:
* Students generate ideas based on a design brief, recognising that
designs have to meet a range of different requirements. They use
words, labelled sketches and models to communicate the details of their
designs, and clarify ideas when asked.
* They plan basic steps in production and use a variety of simple
techniques and a range of materials to make products and systems.
* Students test, evaluate and revise their designs in light of feedback
they have gained from others.
THINKING PROCESSES:
* They apply thinking strategies to organise information and concepts in
a variety of contexts, including problem-solving activities.
* Students apply creative ideas in practical ways and test the
possibilities of ideas they generate.
* Students identify strategies they use to organise their ideas, and use
appropriate language to explain their thinking.
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DIMENSIONS AND STANDARDS TO BE ASSESSED IN THIS UNIT:
Health and Physical Education: Dimension - Health Knowledge and Promotion
Interpersonal Learning: Dimension – Working in Teams
Design, Creativity and Technology: - Investigating and Designing
Arts: - Dimension: Creating and Making
Resources: A variety of Fairy Tales including the Three Little Pigs, the Three Bears, Cinderella, Snow White and the Seven Dwarfs, Little Red Riding Hood, Three Billy Goats Gruff, Jack and the Bean Stalk. Be sure to
include Roald Dahl’s version “Revolting Rhymes” (1984).
Stories from Dream Time. Asian Folk Tales. Videos of Fairy Tales.
Variety of music demonstrating different genres. Soundtracks from various films/videos of Fairy tales eg ‘Aladdin’ from the Disney company.
LEARNING EXPERIENCES ASSESSMENT AS, OF, FOR LEARNING
ENGLISH:
Brainstorm ALL the Fairy Tales you know
Read or listen to your favourite Fairy Tale.
As a group read the well known parts of fairy tale eg I’ll Huff and I’ll puff and I’ll blow your house down.
Dramatise well known stories: eg “Three Billy Goats Gruff/Goldilocks and Three Bears/ Three Little Pigs/Jack and the Beanstalk
etc. (using known dialogue from story)
Interview one of the characters in a story – create the questions for the interview eg. How does it feel to have to live under a
bridge Mr Troll?
Retell your favourite Fairy tale to a group of friends.
Create a story map for “Little Red Riding Hood”
Create your own ‘small book’ to record your favourite Fairy Tales
Create an A – Z list of Fairy Tale characters. (Thinkers Key)
Create wanted poster for: Goldilocks/Big Bad Wolf/Troll etc
Plan menu for Fairy Tale party
Create an invitation to the Fairy Tale Party (maybe use Computer for final copy)
MATHEMATICS:
Create a map to show how to get to Grandma’s house (for Red Riding Hood)
Compare Size in Three Bears –height/capacity/length/mass
Work out how much food/drink will be needed for those attending the fairy tale party
SOSE:
Compare Australian Dream time stories to Fairy Tales.
Compare Folk tales from Asia with known Fairy Tales
How do the characters in stories entertain themselves? Eg Seven Dwarfs/Cinderella/Jack
Plan a fairy tale party and invite another class (and Principal) to attend.
Participation in class activities.
Knowledge of story.
Dialogue presentation – speech, volume.
Creation of questions – fat/skinny; open/closed.
Holding attention of group when retelling story.
Accuracy of timeline of story
Presentation of story book – writing & pictures.
Completion of list.
Presentation of poster – accuracy of information
Final menu for party.
Invitation – accuracy of format, information and final
presentation (including spelling, grammar)
Components of Map eg key, legend. Presentation – accuracy
of map
Activity sheet on: Small/medium/large in height, capacity,
length, mass etc.
Completing the list of things needed for party – how much
drink for 20 (class number) people? How much food etc.?
Students compare differences between Fairy Tales and
Australian Dream stories/Asian folk tales.
Write a report on how different characters entertain
themselves.
Participation in planning for Party.
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TECHNOLOGY: Use design process to:
Design and create a safe house for the Three Pigs. OR
Design and create a bridge for Three Billy Goats to cross over.
HEALTH:
Look at the food that is mentioned in different fairy tales – sort according to likes and dislikes.
Why is the food in the story being eaten eg banquet? supper?
What food/drink would you have at the party? Why?
(Remember healthy food)
Prepare food for a fairy tale party.
ARTS: Visual
Create bowls for the three bears
Create puppets to help retell stories
Design poster to advertise the missing Golden goose/harp/glass slipper etc
Create place mats etc for Fairy Tale party
Performing
Use props to help retell stories eg bowls/chairs/beds
Create a chant for your favourite fairy tale
Listen to songs from various fairy tales (Disney)
Explore how different characters felt about their life, eg was Cinderella happy? Sad? Excited? Dramatise these feelings.
Use dance/movements to help explore the feelings of characters.
Use different voices to create a mood or character.
What type of dancing may have been performed at Cinderella’s ball?
Create a sound-scape for your favourite fairy tale.
Create a series of freeze frames to retell your favourite fairy tale.
Work as a group to retell your favourite story through dance, drama and music. Use fabric from costume box to create costumes.
Present your performance at Fairy Tale party.
Aspects of design process – especially materials selected to
construct the houses or bridge.
Naming of foods in stories and the classifying into likes and
dislikes.
Finding the stories and determining where/when food being
eaten.
Participation in planning for party and assistance when
preparing for party.
Final product – clay pots.
Final product – puppets to assist in retelling stories.
Final product – poster
Final product – place mats.
(Design, content, colour)
Creative use of props to assist in retelling/dramatising fairy
tales.
Final product – content of fairy tale
Listening skills – movement to rhythm of songs etc
Research skills – finding characters in stories and
deciding/exploring their feelings.
Creating movements to show feelings.
Exploring use of voice – final presentation
Exploring social dances over ages.
Final Product – music that suits the story
Focus/final presentation of freeze frames telling the story
in understandable way
Co-operative work in groups – to create the final
performance.
Presentation at Fairy Tale party
Teacher feedback is a vital aspect of all assessment tasks
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STANDARDS CHECKLIST:
STUDENT NAMES
INTERPERSONAL
DEVELOPMENT
Working in Teams
1. L.F. With teacher support, students begin
to identify and develop the skills required to
work together in a group, including taking
turns, and sharing and caring for equipment
and resources.
2.Students work in teams in assigned roles,
stay on task and complete structured
activities with in set timeframes. They
share resources fairly.
3. Students co-operate with others in the
team for agreed purposes, taking roles and
following guidelines established within the
task.
HEALTH:
Health knowledge and promotion
1. L.F. Students begin to learn about
the importance of eating a variety of
foods. They learn about how foods
differ in look, taste, feel and smell,
and begin to understand how good
food choices contribute to an active
and healthy life.
2. L.F. With guidance, students learn
to make healthy food choices
according to healthy eating models,
and consider the factors that
influence their choice of foods.
3. Students identify healthy eating
practices and explain some
physiological, social, cultural and
economic reasons for people’s food
choices.
THE ARTS:
Creating and making
1.Students make and share arts
works that communicate
observations, personal ideas,
feelings and experiences. They
explore and, with guidance use a
variety of arts elements, skills,
techniques and processes in a
range of arts forms.
2.Students create and present
arts works that show emerging
arts knowledge and an ability to
plan arts works that communicate
ideas, concepts, observations
feelings and/or experiences.
3. Students create and present
works in a range of arts forms
that communicate experiences,
ideas, concepts, observations and
feelings. They select and combine
a range of arts elements,
principles and conventions and use
a range of skills techniques and
processes.
DESIGN, CREATIVITY AND
TECHNOLOGY:
Investigating and designing
1.LF. Students explore the differences
between natural products and artefacts,
and learn that materials can be recycled
and reused to produce new products.
2.LF. Students play with and manipulate
materials, think about, discuss and
describe their characteristics and
properties and why they are suitable for
use in products and systems.
3. Students use words, labelled sketches
and models to communicate the details of
their designs and identify common
materials and explain the characteristics
and properties that make them suitable
for use in products.
1.
2
3
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CHECKLIST FOR ARTS ACTIVITES – PERFORMING AND VISUAL
PERFORMING ARTS GENERAL VISUAL ARTS
NAMES
Creation
of
sound-scape.
U
se
of
different
levels,
directions.
U
se
of
fabric
–
costum
e
or
prop.
U
se
of
Props
in
retelling
story.
Creating
a
chant.
Characterization
using
voice.
M
ovem
ent
skills.
Freeze
fram
es.
W
orking
with
partner.
Participation
in
planning
and
D
iscussion.
Im
provisation.
Form
al
dance.
Group
W
ork.
Presentation
to
class.
Bowls.
Puppets.
Poster.
Placem
ats.
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This unit aims to develop student capacities to:
* Manage themselves as individuals and in relation to others INTEGRATED UNIT OF WORK
* Understand the world in which they live
* Act effectively in that world
So that they can become lifelong learners, build strong communities, and build a future that is innovative and sustainable.
Unit Title: MANY PEOPLE, MANY STORIES - JOSEPH (Anna Fienberg & Kim Gamble) Class level: 3 & 4 Date: 2006
Main Idea:
Children will listen to and explore a “rich and vibrant rendition of the timeless story
of Joseph, who believed in his dreams and trusted his destiny”. They will use the
domain of the Arts to assist in the investigation of the story.
Key Concepts: Change and Continuity
Contributing Concepts:
Tradition, Identity, Culture, Values, Development, Communication, Relationships.
Key Understandings:
By the end of this unit, children will
RELIGIOUS EDUCATION –
 Explore one of the many stories from Hebrew Scripture –‘Joseph’
 Develop knowledge of Christian traditions, truths and attitudes throughout history
 Understand that God’s story has the power to shape the stories of our lives
 Understand that by faith people open their minds and will to God
 Explore, read, compare, appreciate stories from Hebrew Scripture
PERFORMING ARTS-
 explore elements of dance and develop dance ideas in response to a set task
 re-enact situations and characters – using voice, movement, gesture and dramatic forms
 identify and describe key features and expressive qualities of music.
 rehearse and perform short vocal works
VISUAL ART –
 Create models and backgrounds to retell story through visual art
ENGLISH-
 reflect upon how socio-cultural values, attitudes and beliefs are represented or ignored in literature
 develop confidence in using oral language for educational purposes.
Major Assessment Activities:
PERFORMING ARTS:
Presentations of Dance. Singing of Song. Characterisation in
Drama.
VISUAL ARTS:
Create the models and backgrounds for the power point
presentation of a story from Hebrew Scripture
INFORMATION & COMMUNICATION TECHNOLOGY:
Use digital camera to assist in creating power point
presentation of a story from Hebrew Scripture
RELIGIOUS EDUCATION:
Reflection on how the story of Joseph can affect your own life.
Use a graphic organiser to assist in the presentation of your
reflection.
Personal, Physical and Social Domains:
INTERPERSONAL DEVELOPMENT:
* Students support each other by sharing ideas and materials,
offering assistance, giving appropriate feedback and
acknowledging individual differences.
* Students describe their own contribution and the team’s
progress towards the achievement of agreed goals.
PERSONAL LEARNING:
* Students seek teacher feedback to develop their content
knowledge and understanding.
* Students comment on task progress and achievements
CIVICS AND CITIZENSHIP:
*Students demonstrate understanding of the contribution of
Discipline Based Learning Domains:
THE ARTS:
* Students create and present arts works in a range of arts
forms. They refine their work in response to feedback and
self-evaluation.
*Students identify and describe key features of arts works
from their own and other cultures, and use arts language to
describe and discuss the communication of ideas, feelings
and purpose in their own and other people’s arts works.
ENGLISH:
* Students interpret the main ideas and purposes of texts.
They make inferences from imaginative texts about plot and
setting and about characters’ qualities, motives and actions.
Interdisciplinary Learning Domains:
COMMUNICATION:
* LF Students explore a range of aural, written and visual
communication forms such as the Internet, film, texts and
music which illustrate a variety of perspectives on a range of
topics and ideas.
THINKING PROCESSES:
* Students collect information from a range of sources to
answer their own and others’ questions. They question the
validity of sources when appropriate.
*Students apply creative ideas in practical ways and test the
possibilities of ideas they generate.
* Students identify strategies they use to organise their ideas
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people from the many culturally diverse groups that make up
the Australian community
*Students describe some of the roles and purposes of groups in
the community
*Students order information and sequence events using some
detail or illustrative evidence, and they express a point of view
providing some information and supporting detail.
*Students listen attentively to spoken texts, including factual
texts, and identify the topic, retell information accurately, ask
clarifying questions, volunteer information and justify opinions.
HUMANITIES:
*.Students use a range of historical evidence, including oral
history, artefacts, narratives and pictures to retell events and
describe historical characters.
and use appropriate language to explain their thinking.
INFORMATION & COMMUNICATIONS TECHNOLOGY
ICT for creating
With minimal assistance, students use ICT tools to capture and
save images. They use simple editing functions to manipulate
the images for use in their products. They evaluate
the final information product and describe how well it meets its
purpose.
ICT for communicating
They locate information on an intranet, and use a recommended
search engine and limited key words to locate information from
websites. They develop and apply simple criteria to evaluate the
value of the located information.
DIMENSIONS AND STANDARDS TO BE ASSESSED IN THIS UNIT:
INTERPERSONAL DEVELOPMENT: Working in Teams
PERFORMING ARTS: Creating and Making
ICT: ICT for Creating
ICT for Communicating
RELIGIOUS EDUCATION: Our Tradition
RESOURCES:
Book – JOSEPH
Anna Fienberg & Kim Gamble
(2001) Pub: Allen and Unwin
 Large Maps of Hebrew Scripture
 Smaller maps for children
 Atlas
Religious art works.
Various stories from Hebrew Scripture for children to read/hear and retell in
own words
Soundtrack & Video : Joseph and His Amazing Technicolour Dream-coat.
Copies of words of ‘Any Dream Will Do’ from ABC Songbook (1994)
Variety of music – eastern style and modern (as used in the Musical)
Arts materials for collage, puppets, story characters.
Digital Camera.
LEARNING EXPERIENCES ASSESSMENT AS, OF,
FOR LEARNING
ACTIVITIES:
ENGLISH
Teacher introduces the book to class – (using English Literacy strategies)
 look at art work
 read blurb
 what might the book be about
 have you heard of this person before?
Teacher reads the story of “Joseph” to the class.
What is the story all about?
Discuss the characters – who are these people? What is their relationship to each other? (Class discussion)
Class is divided into small groups:
Can you retell the story using a simple flowchart? What happens to make the brothers so upset? What do they do? What happens next? Continue the story.
The flow charts are displayed around the room and class takes a ‘gallery walk’ around the room.
Discuss the setting – where is Egypt? Where is Canaan?
Use a Hebrew Scripture map to locate places. Compare to a map of the area today.
As a class create a large scale map of the area mark in the different places named in Joseph’s story. (Teacher may need to create outline and children complete with graphics to be
Students will be assessed on:
Participation in class discussion
Listening
Participation in discussion about
characters in story
Working in group to create flow chart
of story events.
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pasted on appropriate areas.)
Children colour/create their own map and mark in places named in the story. (Teacher may provide a BLM of area)
Mark the route that Joseph and his brothers travelled to Egypt. Place in RE book for future reference.
Look at art work in book – note colours, characters, costumes, architecture, transport.
Are pictures realistic? Have you seen other paintings in same style?
Children create their own art work – using another story from Hebrew Scripture eg Noah’s Ark, Creation Story, Moses.
(Drawing or painting)
Oral retelling of a story from Hebrew Scripture. Maybe use the same story as your painting and use it as a prop in your presentation
INFORMATION & COMMUNICATION TECHNOLOGY
Children are placed in small groups for following activity:
 As a group select a story from Hebrew Scripture – it can be one that has already been explored in the art work.
 Construct models of characters using fabric, card, cylinders, pipe cleaners etc.
 Create the scenes from the story – collage or painting.
 Plan and organise the characters and scenes to re-tell the story.
 Using a digital camera take photos of each of the tableaux you have created
 Using these photos, (your teacher will help you down load onto he computer) create a power point presentation of your story. You will need to have some written text to
assist in the re-tell.
THE ARTS
DRAMA
Retell the story of Joseph and his brothers through Drama
 Select one part of the story and mime the action
 Select a scene between the brothers and their father and create dialogue for the scene
 Joseph had many brothers, s your working group is small and you do not have enough to make all characters, use puppets to help make enough characters. (pre-made ‘God
Puppets’, or make your own simple puppets)
 Demonstrate the feelings different characters in the story displayed
MUSIC
A famous musical was written about Joseph and his family. “Joseph and the Amazing Technicolour Dream-coat” has some very well known songs. Have children listen to some of these
songs. Can you identify the different styles – eg Calypso/Country Western etc.
Can you explain the differences between the music - beat, rhythm, tempo?? Use ‘Brain Drops’ to present your work.
Have them learn ‘Any Dream will Do’ from the ‘Joseph and his Technicolour Dream-coat Medley’. (ABC Songbook 1994)
When the class has had enough practice singing the song together, present at school assembly – or to another class in the school.
DANCE
Children work in small groups to retell part of the story of Joseph through dance or movement. They can choose one of these parts of the story – or the teacher can nominate a section
for each group.
 Fight with the brothers
 The long trek over the desert.
 Pharaoh’s court – entertainers.
 Any of the dreams
 Jacob meeting Joseph again
(The teacher can make available to children – action words to assist with movements and sequencing, fabric to assist with presentation, variety of music, picture cards of the
time/story.)
Remind children to use the different concepts of dance that they have explored during past lessons.
Children observed for their
participation in group activities
Completion of smaller maps with places
mentioned in the story marked in
accurately.
Participation in class discussion
Finished art work
Oral presentation – use of voice –
volume, tempo, dynamics. Use of
props.
Children are observed for their
contribution to group work.
Presentation of story from Hebrew
Scripture through power point
presentation.
Children need to
 Maintain character
 Maintain mime elements
 Use voice of character for
dialogue
 Display feelings through
gesture/facial
expression/voice/posture.
Listening to and identifying the
different styles of song in the musical
Content in ‘Brain drop’ graphic
organiser.
Learning and singing the song “Any
Dream Will Do”
Participation in creating dance
Using of concepts –
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DISCUSSION – How does the Story of Joseph teach us about our own Christian story? How does this story link to the story of Jesus? What can we learn from the story of Joseph?
Can this story help us live as better people?
 levels,
 pathways,
 tempo,
 unison,
 canon.
Final presentation of group dance
Reflect upon the story of Joseph
and how it can help you become a
better person. Use a concept map
to help you plan and present the
reflection.
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VELS STANDARDS CHECKLIST
STUDENT NAMES
INTERPERSONAL DEVELOPMENT
Working in Teams
2.Students work in teams in assigned roles, stay on task and
complete structured activities with in set timeframes. They
share resources fairly.
3. Students co-operate with others in the team for agreed
purposes, taking roles and following guidelines established
within the task.
4. Students work effectively in different teams and take on a
variety of roles to complete tasks of varying length and
complexity. They work cooperatively to allocate tasks and
develop timelines. Students accept responsibility for their
role and tasks.
THE ARTS:
Creating and making
2.Students create and present arts works that show emerging
arts knowledge and an ability to plan arts works that
communicate ideas, concepts, observations feelings and/or
experiences.
3. Students create and present works in a range of arts forms
that communicate experiences, ideas, concepts, observations
and feelings. They select and combine a range of arts
elements, principles and conventions and use a range of skills
techniques and processes.
4. Students independently and collaboratively experiment with
and apply a range of skills, techniques and processes using a
range of media, materials, equipment and technologies to plan,
develop, refine, make and present arts works.
INFORMATION & COMMUNICATION TECHNOLOGY:
ICT for creating
2.Students manipulate text, images and numeric data to
create simple information products for specific audiences.
They make simple changes to improve the appearance of their
information products.
3.With minimal assistance, students use ICT tools to capture
and save images. They use simple editing functions to
manipulate the images for use in their products. They evaluate
the final information product and describe how well it meets
its purpose.
4.Students safely and independently use a range of skills,
procedures, equipment and functions to process different
data types and produce accurate and suitably formatted
products to suit different purposes and audiences.
ICT for communicating
2.LF Students develop an understanding of the importance of
checking the accuracy of facts that are going to be processed;
this being necessary for producing accurate output.
3. Students locate information on an intranet, and use a
recommended search engine and limited key words to locate
information from websites. They develop and apply simple
criteria to evaluate the value of the located information.
4.Students use email, websites and frequently asked question
facilities to acquire from, or share information with, peers and
known and unknown experts.
1.
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
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CHECKLIST FOR ARTS ACTIVITES – PERFORMING AND VISUAL
DANCE DRAMA MUSIC VISUAL ARTS
STUDENTS
U
se
of
levels,
pathways,tem
po,
U
se
of
unison
and
canon
I
dance
creation.
U
sed:A
ction
words,graphics,
story
as
stim
ulus.
Finalgroup
presentation
of
D
ance.
M
im
e
–
m
aintaining
role
and
telling
story.
Characterisation.
D
ialogue:
Voice.
Tem
po,Pitch,
Expression
of
em
otions.
Knows
words
of
song
and
participates
in
class
singing.
Recognises
differences
between
different
styles
of
m
usic.
Painting
–
use
of
colours
to
represent
location
of
story.
Construction
of
m
odels
for
story
retell
(power
point).
D
iscussion
of
art
work
in
book.
Com
parison
to
other
art
work.
Effective
m
em
ber
of
group
activities.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10
11
12
13
14
15
16
17
18
19
20
21
22
SECTION 9
GLOSSARY
OF
TERMS
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“An education in and through the arts is based upon the
level of understanding, knowledge and skills that are
acquired by children and which are experienced in an
imaginative and creative way.”
(Bloomfield and Childs, 2000)
255
You may need to explain the following terms to your
children as you explore Dance, Drama and Music together.
Aesthetics Analysing and making judgements about the
characteristics and qualities of their own works and
the works of others
Axial movement Movement when one part of the body stays on the
ground
Beat The regular pulse running through a piece of music.
Choreographer A person who creates a dance.
Common Space This is the space shared by the group. This could be
the classroom, a castle or a planet.
Composer A person who creates a piece of music.
Create To express one’s inner self through the making of a
dance, a piece of drama, or a piece of music.
De-brief To enable students to come out of the role and return
to reality whilst allowing sufficient reflection time for
the experience to be positive
Dramatic Symbol An object, word or movement that symbolises the
action taking place in the dance or drama
Dynamics The contrast between loud and soft, strong and weak
or smooth and jerky
Elevation Movement where the whole body leaves the ground
e.g. a jump or leap
Fantasy The creation of an environment other than the one we
believe is real. Using the imagination, create such an
environment.
Fish Bowl A performance area which enables the performing
group to be surrounded by the members of the
audience.
Freeze To suspend all movement, or sound, not necessarily
standing, but holding the current position. Can form
wonderful ‘shapes’ or ‘postcards’ for future
exploration.
Gesture A natural communicating movement of an isolated part
of the body, expanded to include the whole body,
locomotion and or voice
Improvisation To respond spontaneously to a stimulus in any
Performing Art – Dance, Drama or Music, creating as
you are going.
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Locomotor
Movement Action that moves through space creating a floor
pattern
Melody The ‘tune’, or pattern of notes going up and down, with
a rhythm
Mime To perform and action without words
Mood The overall feeling, tone or atmosphere in a
performance
Ostinato Underlying rhythmic patterns as in a chant
Personal Space The child’s body and the space directly surrounding it.
Each child has the right to his/her own space and each
child must respect the rights of others to their own
space.
Pitch The highness or lowness of a sound.
Projection Performance quality that enables the performer to
communicate effectively with the audience
Properties The small portable articles which assist the performer
when portraying a character or incident. (Often called
Props)
Remade work A dance, drama or piece of music that has been
created by a person who is not the performer.
Reflection The ability to articulate the learning of the
performing arts class
Role The ability to become “another person” in order to
explore a situation or relationships
Rhythm A sequence of sounds of differing lengths.
Sound-scapes The music created by children to accompany a story or
dramatic presentation, and the way it is recorded.
Sustain Role The ability to remain in character throughout a
performance
Tempo The speed at which music is played, words are spoken,
or a dance is performed.
Tension The feeling that is created to enable the audience to
be engaged in the performance
Voice Projection The ability to be heard without straining one’s voice
SECTION 10
RESOURCES
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“All children should have ample
opportunities
to express themselves through music,
to think through music,
and to find themselves through music”.
(Nick Page, 1995)
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The following books are suggested reading for teachers. Each book has
a number of examples for activities to introduce new skills to children in
the early years, as well as the theoretical underpinning of why different
skills are needed in the Performing Arts. The Compact discs and tapes
are those that I have found most useful, however there are many more
that I use for warming up and cooling down activities. I have found that
the soundtracks from films have the most variety of different types of
music. I also use a number of composers of classical music, as they often
give me the variety I want in tempo and in length of each piece of music.
I endeavour not to use music with lyrics when children are creating their
own dances, as often they will try to choreograph to the lyrics of a song
PERFORMING ARTS
The Arts Go to School: Classroom based activities that focus on music,
painting, drama, movement, media and more. (2004).
David Booth & Masayuki Hachiya.
Pembroke Publishers Limited: Ontario.
Lively Learning: Using the Arts to Teach the K-8 Curriculum (2004).
Linda Crawford.
Northeast Foundation for Children. Greenfield.
DANCE
Making Dance: A dance resource Kit. (1995)
Education Resources Group Inc.
Radical Collective: Melbourne
Dance Moves: From Improvisation to Dance. (1991)
David Spurgeon,
Harcourt brace Jovanovich
Teaching Children Dance (2nd Ed) (2005)
Theresa Purcell Cone & Stephen L. Cone
Human Kinetics: Lower Mitcham
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Concise Definitions of Universal Dance (2000)
Adrienne Leitch,
List Press, Geelong Victoria.
Learning through Dance: A Guide for Teachers (1987).
J Exiner, & P. Lloyd.
Melbourne: Oxford University Press.
DRAMA
The Drama Recipe Books 1 – 3 (1995)
Steve Taylor,
Education Resources Group Inc.
Radical Wombat Collective: Melbourne
Drama is Primary (1982)
Curriculum Services Unit – Drama.
Ministry of Education, Victoria.
How to Teach Primary Drama (1991)
Bruce Burton,
Longman Cheshire: Melbourne.
Beyond the Script: Drama in the classroom (1997)
Primary English Teaching Association
NSW Australia.
Beginning Drama 4 – 11. (2nd Ed). (2001).
Joe Winston & Miles Tandy.
David Fulton Publishers: London
MUSIC
Music Lifesavers Levels 1 – 4. (1989/1990)
Graeme Askew & Nita Temmerman.
Ashton Scholastic
Music Education in the Primary School. (1993)
Graeme Askew.
Education Australia, Longman Cheshire.
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Raps and Rhymes. (1992)
Susan Hill.
Eleanor Curtain Publishing
A.B.C. Songbooks and CDs. (1991 – 2006)
A.B.C. Education. Australian Broadcasting Commission.
Bushfire Press Musicals
Bushfire Press Pty Ltd
1 Utrech Court
Donvale, Victoria 3111
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COMPACT DISCS AND TAPES
Title Year Composer Publisher
Back up 2 Dance &
Drama resource
1993 -
1994
Peter Mounsey Education
Resources Group
Inc.
Best of the Corrs 2001 Corr Time Warner Co.
Bush Dance: A Manual
of Australian Colonial
Dancing. (7th Ed)
2006 RANTAN Bush
Band & Mike
Jackson
Blue Gum Music.
Mt Gravatt
Carnaval des Animaux 1986 Camille Saint-
Saens
Decca
Classic Kids: A fun way
for children to enjoy
the Classics
1992 Various ABC for Kids.
Classics by Starlight 1995 Various Reader’s Digest
Fanfare for the Common
Man (and others)
1992 Aaron Copland EMI Records
Folk Dance Fun: Simple
Songs and Dances
1984 Georgiana
Stewart.
KIMBO
Educational
Publications.
Grieg Greatest Hits 1991 Edvard Grieg RCA Victor
Kids Only (4 compact
discs)
1998 Various K-Tel
Entertainment
Music of a Nation 1995 Various Australian
Broadcasting
Corporation
Nursery Rhymes and
Lullabies
Pamela Conn-
Beall & Susan
Hagen-Nipp
Budget Books Pty
Ltd, Australia.
Peter & the Wolf and
The Young Person’s
Guide to the Orchestra
1992 Sergei Prokofiev
Benjamin
Britten
Innovative Music
Productions
Popular Music for the
Ballet (Vol 1)
1994 Various Vogue
Renaissance
Rig-a-Jig-Jig: Music for
Social Dances (4th Ed)
2002 Rantan Bush
Band
Blue Gum Music.
Mt Gravatt
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Rig-a-Jig-Jig A
Complete Party for Kids
Vol. 1 (6th Ed)
2004 Mike Jackson &
Alan Craig
Blue Gum Music.
Mt Gravatt
Rig-a-Jig-Jig A
Complete Party for Kids
Vol. 2. (4th Ed)
2004 Mike Jackson &
Alan Craig
Blue Gum Music.
Mt Gravatt
Tales from Didjeridoo:
The unique sound of
Australian Aboriginal
music
Richard Walley Black Label
Sound, Perth.
The Four Seasons 2002 Antonio Vivaldi Reader’s Digest
The Star Wars Trilogy 1990 John Williams Sony Classical
Tigger Mania 1998 Michael Becker Walt Disney
Records
Weekend Classics: A
Feast of Music for
Entertaining, Dining and
Relaxing
1996 Various Naxos
(3 CD set)
MOVIE SOUNDTRACKS
Title Year Composer Publisher
Aladdin 1992 Alan Menken Walt Disney Co.
Finding Neverland 2004 Jan Kaczmarek Decca
Forrest Gump 1994 (Various) Sony Music Aust.
Gladiator 2000 Hans Zimmer Decca
Harry Potter 2001 John Williams Nonesuch
Record
Monsters, Inc 2001 Randy Newman Disney Pixar
Pocahontas 1995 Alan Menken Walt Disney Co.
Shrek 2 2004 (Various) Dreamworks
The Lion King 1994 Hans Zimmer .Walt Disney Co
The Sting 1974 Marvin Hamlisch MCA Records
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STORY BOOKS USED IN UNITS OF WORK
Australians All! (2001). Stacey Hattensen and Robyn Platt.
Published: Commonwealth of Australia.
Dougal the Garbage Dump Bear. (2004). Matt Dray.
Published: Puffin Books
Giraffes Can’t Dance. (2000). Giles Andreae. [Illus. Guy Parker-Rees].
Published: Orchard Books.
Good Night Sleep Tight. (1994). Penelope Lively. [Illus. Adriano Gon]
Published: Walker Books
Joseph. (2001). Anna Fienberg. [Illus. Kim Gamble]
Published: Allen and Unwin.
Milli, Jack and the Dancing Cat. (2003). Stephen Michael King.
Published: Allen & Unwin.
Musical Harriet. (1994). Meredith Costain. [Illus. Craig Smith].
Published: Ashton Scholastic.
Pinocchio. (1986). Carlo Collodi [1826 – 1890] Illus. Greg Hildebrandt
Published: The Unicorn Publishing House.
Too Loud Lilly. (2002). Sofie Laguna & Kerry Argent.
Published: Omnibus, Scholastic Australia.
Where is the Green Sheep? (2004). Mem Fox. [Illus. Judy Horacek]
Published: penguin/Viking.
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“In the school curriculum, the way in which an area of
study is included sends powerful messages that
influence the general discourse on what we value for our
children. Placing the focus of the curriculum on the
arts enables schools to be explicit about the fact that
the arts are an important and integral part of human
lives”.
(Denis Ralph, 1997)
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